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INTRODUCTION
Joan Franklin Smutny, Editor
Director of The Center for Gifted, National-Louis University, Evanston, Illinoils

In the 1830's, Wilhelm Froebel of Germany coined
the term, “kindergarten,” which is literally translated,
“children’s garden.” As Froebel envisioned it, kinder-
garten was a place where a young child’s unique abili-
ties could germinate. Gently and with keen sensitivity,

__the educator, or keeper of the garden, would preserve,

protect and nurture the child’s inherent joy and sense of
wonder. Careful cultivation at thisearly age would turn
thechild naturally towsrd the light ofknowledge, thereby
enlightening his or her perspective toward learning,
work and play. By so enriching the whole of the child’s
educational experience, the whole child, the *full corn in

. the ear,” would blossom in due season.

From today’s perspective, it seems a marvel that a
gentleman who emerged amid the dawn of the Indus-
trial Revolution and its particular mind sets could speak
so perceptively in terms of the natural unfoldment of the
child and the importance of recognizing and nurturing
his capabilities and talents, to achieve balance in the
physical, intellectual, moral, and spiritual culture of
this young child.

Recently, a parallel appreciation among educators
regarding the special needs of the young gifted child has
emerged. In an effort to bring these ideas and ideals to
a higher level of awareness, this issue of the Journal is
dedicated to this long-overdue trend in the field of gifted
education. It is our privilege to share with you a
splendid collection of insights, experiences, observa-
tions and recommendations in regard to identifying,
nurturing and appropriately educating the gifted young
child, from some of the fine thinkers and doers in this
underrated and often highly neglected area. Parents of
young children, pre-school and kindergarten teachers,
as well as practitioners in early childhood and gifted
education, will find a rich harvest of information and
guidance among the pages of this issue. It is our hope
that myths will be dispelled and more accurate perspec-
tives concerning the essentiality of focus on the gifted
young child will be gained--and disseminated.

The first section, “Identifying the Young Gifted
Child,” opens with Susan Golant's summation of what
she jeels are the most important qualities expressed in
the young gifted child — “a love of learning, a burning
curiosity about the world and how it works, a sense of
excitement over a new discovery, and an ability to
integrate information and create a new reality.” Maurice
Fisher and James Webb, two leaders and writers in
gifted education, provide significant insights into vari-
ous approaches and testing used to identify giftedness
in young children. Beverly Shaklee, another well-known
leader, and Jane Rohrer, an instructor in special educa-
tion, share an important report on the activities of the
“Early Assessment of Exceptional Potential” project,
designed to determinegifted potential in young children
— especially those who might be overlooked by stan-
dardizedtesting. EducatorsJane Wolfe and W. Thomas
Southern discuss persuasively an empirical study they
performed to determine what teachers perceive as gifted
behavior in their preschool students.

Inthesecond section, “Nurturing the Young Gifted
Child,” Annemarie Roeper, a pioneer in gifted educa:

tion, identifies characteristics of gifted children and

s

o
-

how parents and teachers can effectively respond to -

them. lnammpanio:ﬁpimi‘gipgg:ﬁduabﬁaf )
_statement outlining various needs of the young gifted -
child. Dorothy Massalski, early childhood teacher,

provides incisive observations from a teacher’s perspec-
tive on the need to maintain a sense of patience and
balance while educating the young gifted and talented
child. The reader will find substantive advice from
Caryl Krueger, author of many books for parents and
grandparents, whose article here features ideas en
creating a home atmosphere that provides a nurturing
environment — for the gifted child in particular and the

entire family in general. Recent research by known =
gifted educators Rena Subotnik and James Borland - .

poses some provocative questions regarding the effect
that parents have on their gifted child's success or
failure in his or her chosen career as a gifted »dult.

The reader may pick up a few new chess moves, as
well as learn an important lesson on dispelling precon-
ceived notions about “developmentally ap to cur-
riculum,” in teacher Susan Kaplan's article which ap-
pears in this issue’s third section, “Curriculum for
Young Gifted Children.” Learning how tothink, notjust
what to think, is the underlying theme presented by
gifted practitioners Anne Crabbe and Pat Hoelscher.
The two authors discuss an academic adventure upon
which they embarked, “The Future Problem Solving
Program,” which, they concur, augments thebasicschool
curriculum by employing the creative, six-step problem-
solving process dcveloped by Alex Osborn and Sidney
Parnes. The ingenious qualities of the Froebel Gifts are
delightfully illustrated by Susan Belgrad, early child-
hood educator, with the help of her gifted son and his
third-grade classmates.

Continuing in the same section, teacher Laura
Requarth shares diversified teaching strategies to as-
sist educators and parents in nurturing children emo-
tionally as well as academically. Early childhood edu-
cator Peggy Snowden emphasizes that teachers of young
gifted children must be conversant with the theoretical,
philosophical, and empirical bases of early childhood
education, special education and programs specifically
designed to meet the needs of gifted children. Snowden
includes several exhaustive resource lists covering top-
ics such as specific characteristics of the gifted child,
general curriculum components, instructional guide-
lines, and teacher roles for educating primary and pre-
primary students — those who have been identified as
gifted and those who have not.

With an unorthodox approach, educator Don Rapp
communicates four “training points” he uses to develop
intuition, which provide his basis for establishing a
curriculum that can awaken in a child an increased
abi@itﬂ to succeed mentally, physically, emotionally, and
socially.
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..-failings” or.

This issve's last section, “Educational Programs
for Young Gi. .ed Children,” includes different
cntor i researcher Susan ] jnemeyer vigemenay taken
cator erSusan
the offensive, describing what she labels “ten major
tions.of cooperative learning
in regard to the gifted and talented. Contrariwise,

-educator Margaret Bryant contends that a “whole lan-

guage method of teaching young children to read is
highly effective, when combined with individual and
group writing activities,” the fact that

Considering
. ..most school dmmdsamfamngnghterbudgetx,greater,

scrutiny from taxpayers and governmental agencies, as
well as increased demandsfor accountability, this whole
language approach, Bryant contends, is a winner for all
involved. Parent and gifted advocate from Chicago,
Kathy Hagstrom pleads for the right of the gifted child
to have educational programs tailored to his or her
needs, as do most children belonging to other, special
po;mlatxons
- LeoNora Cohen, gifted educator currently working
in Australia, champions the idea of building a
“metatheory” to explain the development of creative
intelligence, an approach she believes would be central
to the education of gifted and creative youth. Cohen
presents a rigorous and scholarly argument that such
theory development is needed “to unite the bits and
pieces of fragmented practices that characterize the
field of gifted education.”

-excerpt.from Reflectiona:.

On April 19, 1992, a symposium was held in San
Francisco entitied “From to Gifted.” The
purpose of this conference was to pay tribute to Julian
Stanley, a leading contributor to gifted education. In
honor of the event and the educator, we prasent an

Educators, recently published Phi Delta

pa (1991), which highlights Stanley's

, the president of Iinois Commxl for the

Gifted, Jessie Sanders, and her son, Leonard, offer a
commentary on 8 geneml mﬁed plan forg:ﬁed edum-

tion. -

Elizabeth Peabody an American pxoneer in pre-
school education who became an enthusiastic convertto
Wilhelm Froebel's teachings, founded one of the first
kindergartens in the United States in the 1860's, and
spentmy * of her energies communicating and promot-
ing Froebel's revolutionary vision that recognized and
appreciated the inner capabilities and talents of the
very young child. It is our hope, dear reader, that you,
too, will become a committed advocate for the gifted
young child, in your activities as administrator, coun-
selor, teacher or parent. This expansion of thought will
serve to correct the stereotypes imposed upon ouryoung
and gifted, thereby cultivating our “children’s
with the intent of enabling the bright, young child to
benefit from the support of both early childhood educa-
tors and advocates of gifted.

Personal Essays by 33 Distin- -

e

-
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HOW CAN I TELL IF MY PRESCHOOLER IS GIFTED?

Susan Golant, Author & Consultant, Los Angeles, California

. .. Queen Elizabeth I (1633-1603) . . . by the age of

. .6.was proficient. in both Latin and Greek, could speak

and write French fluently, play the lute and the virgin-

omplished needlewoman. Such - at-
tainments today would rank her as a prodigy, but then
were no more than what was expected of a royal prin-

not be very good at finding witchetty grubs and water-
holes. --Child Prodigies and Exceptional Early Achiev-
ers, John Radford.

Alas, there are as many definitions of giftedness as
there are gifted people. Certainly a high score on an IQ
test is a start, but today all the experts agree that IQ
tests cannot measure the incalculable complexity of the

. human spirit or the light that shines from within, when
. anew idea takes hald. Many forms of intelligence such

as ‘musical sbility, inter- and intra-personal skills,

athleticism, and creativity simply aren't measured on

standardized IQ tests.
Before we even begin to define giftedness as we
know it, let us also keep in mind that our personal

- designation is relative, based upon our own culture and

values. Richard Bothmer makes this point in a recent
article published inthe journal Gifted Children Today.
He explains that giftedness is simply a state of mind--a

_reflection of one's culture at any given moment in time:

Suppose you were in the Australian outback with a
bunch of Aborigines. . .. How much weight do you think
vocabulary and verbal ability carry? Very little, of
course; they are heavily into performance. Prized, here,
is the ability to seek out fat lizards that can be wrung
dry of juices for refreshment and then roasted. The
person who has the talent to do this best is clearly in
the highly superior category in that time and place.

Bothmer's point is well taken. What we call gifted-
ness, may be an absolutely useless concept among other
peoples. “The title of "gifted,” he concludes, “is always
a political decision. It is based on the local society’s view
of what is arare and valuable ability. And thisis subject
to change as the society evolves.”

“Giftedness” is also dependent on timing and per-
haps more than a little luck. It has beer pointed out by
other psychologists that Einstein (he seems to be
everyone'’s favorite example) might not have fared as
well, had he been born fifty years earlier; the world
might not have been ready for what he had to offer.
Michelangelo, Leonarde da Vinei, and Rembrandt may
also have struggled for recognition had they lived in
Manhattan during the 1960’s. As Abraham J.
Tannenbaum explains in a chapter of the book Concep-
tions of Giftedness, a person’s talents must match society’s
readiness to appreciate them, otherwise they are “still-
born”--either passe or too avant-garde.

At the moment, we're all part of late twentieth
century western civilization, What does our society
value as being a rare ability? Clearly, it's not simply a
high score on an IQ test. Again, we are faced with many

... Einstein set down in the Australianihush,a,
century ago would no longer be a genius, since he would

conflicting
in the excellent book.Conceptions. of Giftedness, Drs
Robert Sternberg and Janet Davidson of Yale Univer-

g viewsabout.thenahmofgifg‘dness. Indeed,

e -

sity- have amassed some 17-interrelated -yet- s

viewpoints of giftedness from as many experts.
None of this makes ajob as a parent any easier, but

learning, a burning curiosity about the world and how -

sne

it works, a sense of excitement over a new discovery, an

ability tointegrate information and create anewreality.

As parents, perhaps one of the easiest ways to

identify giftedness, is to observe a child’s behavior.

Often a child's activities are the gentle footprints of his

hidden thought processes.

n’s the Litﬁe Things o o
Many experts point to a child's advanced sense of

humor as indication of giftedness, In fact, one of the
early signs of a child's giftedness is his ability to find _

incongruities humorous.

Wederived great enjoyment, for example, fromour

daughter Cherie's sense of humor while she was still a -
baby. When Cherie was less than ten months old, she

giggled if we pretended to suck on her pacifier or bottle.

She thought it hilarious when. we wore her training .

pants or her little jeans on our heads and she absolutely

cracked up when we tried to clothe her in the same

absurd manner.

Indeed, “funny dress-up” became one of Cherie's
most enjoyable games. We have pictures of her as a -
toddler decked out in my sister's woodsn clogs, my

vintage 1969 knee-length boota (the kind that went with -

mini skirts), and all manner of knit caps, berets, straw
hats, scarves, shower caps, sailor hats, Sherlock Holmes -
caps, even plastic tupperware containers on her head. _

Thebest outfit included cone-shaped party hats over her
ears, one pointing east, the other one, due west.

Cherie also displayed her giftedness at play. She

had an enormous attention span. We salvaged many a
Sunday morning by allowing her to entertain herself,
Oneof us would respond to her 6 A.M. call
playschool or playhouse in the crib. At the age of two, she
could sit there, absorbed with it for an hour or more at
a time, singing nursery rhymes, humming, and talking
to herself.

Of course, when I was busy with dinner or needed

byplacingher

to study and wanted Cherie to occupy herself in her

playpen, she would have nothing of it. When I com-
plained to my mother that other babies seemed content
with that arrangement, my mother wisely noted that
Cherie was no dummy: she wanted to be where the
action was,

Cherie’s ability to engage in complex imaginative
play flowered as she grew, At the age of five, she and her
best friend, a child of similar temperament and abilities,
constructed entire Barbie doll villages on her bedroom
floor, improvising linens, furniture, and buildings with
shoe boxes, tissues, cotton balls, paper clip dispensers,
wooden blocks, Legos, empty catmeal boxes and what-

5]



-- tagk of asking
.onthe toys and break them (orour toes). This, as youcan
 imiagin®, was met with Wowls of displeasure. “But we

- itself. -

‘wags

ever else the two of them could scavenge from the t:oybox
or my kitchen, closet, and desk.
The girls would engage in their building activity

_for haurs. Usually by the time the city was erected, it

was time for dinner and bed and I had the unenviable
them to cleanup sothat we wouldr't step

just started to play,” they protested. It never occurred to
them that the creation of these townswas s, wonderfully

xmagmatava and expansive play expenenee, in and of

Thinking About Your Own Child
- Formost parents the label of “gifted” does not come
as a surprise. Educators of gifted children have found
that we identify our children as being unusual, long
before schooling and testing are considered. We're so
good at it, in fact that when wa err, it tends to be on the

‘side of underestimating our children’s abilities.

How do we have this uncanny ability to know that
our children are gifted? I believe that our youngsters’

. abilities reveal themselves to us in the little things that
_they say or do. In our family, Cherie's unusually ad-

vanced vocabulary, ber creative play, her long attention

- span, and her sense of humor all contributed to our

intuition that she was indeed gifted.
Other children may display giftedness in other

- Spencer's invention of his own secret alphabet
and number code
- The long sentences that Jennifer masters at a
very young age along with a certain capacity and
willingness to carry on “adult” conversations
« Mark's seemingly endless attention span
- Adrian’s use of unusual and sophisticated vocabu-
lary
- Max's fascination with numbers, weights, clocks,
and puzzles
- Mara's interest in puns and word play
- Paul's physical dexterity that allows him to throw
a ball farther, run faster, and climb higher than
his friends
- Carla’s sense of humor and flexible thinking
- Michael's boundless curiosity
- Julie’s memory of exact detail
- Heather's ability to draw a surprising likeness
- Frank’s facility in memorizing and “reading”
szﬁies before his peers have mastered these
skills
- Janie's perfect pitch
- Josh’s adroitness at pulling together seemingly
disparate ideas to create a new sense of order or
reality
These criteria are only useful as a starting point.
Parental informed observations and interpretations
may follow to more clearly paint an entire picture of the
child.

Early Reading or Early Thinking?

Cherie began reading at the age of three, which I
took as evidence of her giftedness. I might have been
wrong. On a superficial level we might consider the
early acquisition of skills such ¢s reading or writing as
indicators of giftedness. But experts are quick to point

are not synonymous. Re-
searchers have found, for example, that within a group
of bright preschoolers, the best readers are not neces-
sarily the children with the highest IQ scores and

out that precocity (early or premature development)
and giftedness necessarily

conversely, not all children with highIQ scores leamt6 -

read early.

Anne-Marie Roeper, headmistress of the Roeper

Lower School in Bloomfield, Michigan, explains in an
article in the Gifled Child Quarterly, that people often

confuse giftedness with g8, She pointsout o
that giftedness is a child’s ahﬂxtytothink,mgenemlize -
toseeeonnectiom, and fo use alternatives. The gifted :
child is not necessarily ahead of others academically. A
precocious child, on the other hand, is ahead of others in
development, which means that this child will be more
able or mature at a particular time. “Other children
catch up with the precocious child later.”

It's important to know, therefom, that teaching
your baby to identify different species of birds or stuffing
your four-year-old’s head full of math facts will not

“make® him gifted. Facts won't do it, but his abilxty to
think will,

Learning Characteristics of Gifted Children

The Ventura County Department of Education in

Ventura, California has distributed a list of learning
charactaristics of gifted children formulated by the la
University of California, Los Angeles education profe .-
sar, May V. Seagoe, that expands on these notions. I've

me! this list to show why parenting a gifted child
may be such a joy.

A gifted child may display some or all of the

following characteristics:

1. Perceptive and receptive to new ideas; is willing
to explore the unknown; is alert and curious;
may also be intuitive.

2. Able to abstract, conceptualize, synthesize ideas;
enjoys learning, intellectual pursuits, and solv-
ing problems.

3. Curious about cause-effect relationships; can
apply learned concepts and loves discovering
the truth; looks for logical solutions to intellec-
tual problems.

4. Comfortable in structured, orderly settings; likes
consistency in dealing with values and num-
bers; may invent personal number systems, a
new calendar, or an alphabet.

5. Capable of retaining material understood after a
single

6. Proficient verbally, may have an unusually var-
ied vocabulary and may express himself easily
and abundantly; may love reading and thus
acquire a depth of inforraation in many fields.

7. Inquisitive and curious; motivated to learn out of
a personal intellectual curiosity rather than
through extrrnal motivation, such as grades.

8. Capable of thinking critically; may be skeptical
and may need to prove ideas to himself.

9. Creative and inventive; may look for novel ap-
proaches and find brain-storming exciting.

10. Persistent - able to concentrate on one subject
to the exclusion of all else, in order to see a
project to its conclusion.




LI B

11. Sensitive - may feei empatuy for others’ plight
and may need emotional support for her own

issyes.
12. Energetic, alert, and eager -may havemoments
of profound concentration and effort and works
.oninventing.anewproduct. . . .. . ... .
13. Independent in work and study; may prefer to
work alone and to rely on his or herself.
14. Versatile, enjoys an abundance of varied hob-
bies and ta.le;ts.
15. Friendly and ou
accepted socially.
Ever-Widening Circles
As our understanding of intelligence has changed
over the decades, so has our appreciation of giftedness.
It's not so much the acquisition of knowledge, rather as
what a child does with the acquired knowledge that
seems to be important., Gifted children are innovative;
they dream up and solve prebléms; they invent new
ways of thinking; they take apart their radios and make
fire with magnifying glasses. Gifted children think
deeply and make connections between disparate bits of
information; they analyze and hypothesize; they turn a
problem around and look at it from a new angle, Gifted
children try to make meaning out of the chaos that
surrounds them; they wonder and experience wonder-
ment. Gifted children have minds of their own which
they use abundantly. This perhaps is the best definition
of what it means to be gifted.
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EARLY CHILDHOOD EDUCATION FOR THE GIFTED: )
THE NEED FOR INTENSE STUDY AND OBSERVATION

Maurice D. Fisher, President, Gifted Education Press, Manassas, Virginia

“All true sciences are the result of experience
which has passed through our senses, thus silencing the
tongues of litigants. Experience does not feed investiga-
tors on dreams, but always proceeds from accurately
determined principles, step by step in true sequences to
the end...." Leonardo Da Vinci (1452-1519)

What can parents and teachers do to improve the
identification of young children who are potentially
gifted? A useful answer to this question might help our
schools and American society to identify hundreds of
thousands of children with high abilities who would

.-

usually “slip through the cracks”® of screening and iden-
tification procedures. If young children with the poten- -
tial for be ing gifted are overlooked during the
preschool and primary years, we as educators and
parents will miss a crucial opportunity for nurturing
and educating our greatest nmatural resource -- the
young gifted children of America.

The main reason that we must improve our success
rate in the early identification of the gifted is closely
related to the concept of *imprinting” derived from the
study of animal behavior or ethology. This concept
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memthereamuiﬁmlperiodsinthedevalopmentof

- all animal species, including humankind, during which

they are most sensitive toenvironmental influences and

__opportunities for learning (Gregory, 1987). The basic

skxlls, characteristics and behaviors which underlie

will develop during the critical period from.
infancy through five years if the child receives the
~proper stimulation from parents and teachers for elicit-

ing these skills, etc, Therefore, as in the development of
all children, it is essential for children who show poten-

o E:aiforbmnggl&edmrqeeiveﬁxemmmmﬁng
- educational and social opportunities diring this critical -

period of their development. These opnortunities must
include abundant and stimulating conversations be-
tween the parent/teacher and child; intriguing games
and toys; numerous opportunities to travel to new
educationsal environments such as other cities, houses,
buildings, museums and zoos; and stirrulating opportu-
nities for play and social interactions with other chil-

~ dren, siblings, relatives and other adults.

- As important as providing a stimulating environ-
ment for developing giftedness is the need to observe

 behaviors and characteristics which underlie gifted-

ness. Parents and teachers should become more aware
of these behaviors and characteristics so they can iden-
tify gifted children at an early age. However, we must
caution the reader to be sensitive to the term, “potential
for gxftednas Wae believe that giftedness is composed
of emerging skills, behaviors and charactoristics which
may take 20 or more years to develop to the fullest
extent possible, and that it is important to look at
giftedness as being a potential for great accomplish-
ment rather than a particular characteristic or test
score. By perceiving giftedness in this manner, we can
open up opportunities for children who may not demon-
strate the high test scores or behaviors necessary for
being admitted into a gifted program at a particular
time. However, with proper encouragement and stimu-
lating educational opportunities, these children may
exhibit giftedness later in childhood, in adolescence or
as a young adult.

When we discuss giftedness in regard to young
children, we are describing something which is exhibit-
ing itself in small and progressive steps. What happens
to the future progress of these “gifted” characteriatics
and behaviors is a function of the child's social, environ-
mental and educational experiences. If giftedness were
viewed in this light as a long-term, progressive and
emerging capability, there would be fewer problems in
identifying children for gifted programs and far less
rancor among experts concerning what is the “true’
definition of giftedness.

Given that the child is placed in a stimulating
environment, similar to the one just described, how does
a parent or teacher become skilled in identifying the
behaviors and characteristics which form the basis for
giftedness in young children? First, it is important to
study and become more knowledgeable about the great
researchers of child development and early childhood
education. In this regard, we highly recommend the
works of Jean Piaget, Maria Montessori and Lev
Vygotsky. Second, it is important to improve one's
observational skills in order to notice certain character-
istics and behaviors indicative of giftedness. Let us

briefly examine someof the ideas o1 these giants of child
development and early childhood education who unfor-
tum?ely seem to have been forgotten by many contem-

pnrm}m ‘Piaget, the famous Swiss psychologist, has

. much to offer those who.want to

giftednegs.
in young childven (Fisher & Fisher, 1981). He said in
1065 that; “Our s¢hool system, as much underleft-wing -

as “inder right-wing regimes, has been constructed by
con:¢rvatives (from the pedagogic point of view) who
wers

in terms of training inventive and critical minds.
thepointof view of society’s tneeds,itis apparent
that those old molds are cracking in order to make way
for bronder, more flexible systems and more active
methocis....” Piaget’s detailed and systematic observa-
tions &+ ethebssxsforstudymgthegrowthofmasonmg
abilitier in young children and their understanding of
thewor! 4. This extensive research (Piaget, 1967; Gruber

& Voneche, 1977)- on the Sensori-Motor, Pre-Opera- -
tional ar 1 Operational stages of development can be -

used by t- achers and parents to better understand how
reasoning processes follow certain fixed stages of devel-
opment. Furthermore, Piaget'sexamination of how chil-
dren perform on conservation of substance, space, time
number, volume and quantity tasks xllusm:es how
children fcxm their perceptions of the world through
constant interactions between their innate reasoning
abilities, and the physical, psychological and social
world. By studying the work of this eminent psycholo-
gist and philosopher, we can learn an enormous amount
about what types of reasoning abilities to look for in
potentially gifted children and whether these abilities
are advanced far beyond those expected for a child’s
particular chronological age.

The work of Maria Montessori (Fisher & Fisher,
1981), provides teachers and parents with benchmarks
of advanced development. She said, “No one can be free
unless he is independent: therefore, the first, active
manifestations of the child’s individual liberty must be
so guided that through this activity he may arrive at
independence. Little children, from the moment in which
they are weaned, are making their way toward indepen-
dence.” (1912) We recommend her seminal book The
Montessori Method (1964), for a better understanding of
how teachers and parents can create an educational
environment that stimulates the high level abilities of
children who might not usually behave like they are
potentially gifted. We should emphasize that the
Dottoressa was trained as a physician. She became
interested in education through her medical experi-
ences with children from poor and disadvantaged homes.
Based upon these experiences, she decided to design a
special school in the slums of Rome, Italy. (Ironically,
most American Montessori schools today are located in
upper-middle class neighborhoods!) Through her care-
ful observations of young children, she formulated an
educational method based upon offering stimulating

learming materials organized into a graded sequence of

difficulty levels. These materials were organized and
presented in a manner which caused children to becoma
self- or intrinsically motivated. Webelieve thatteachers
and parenis should use Montessori’s cirriculum ideas

mueh mmm&m@m 'm '
generations into the molds of traditional learning than ..~




- say yes because of Montessori's emphasis

to set up stimulating learning opportunities for poten-
tially gifted children. These children would then be able

- to “show off” their high abilities with ease and pleasure.

Unfortunately, the Montessori mavement néver be-

-came & strong force in Ameriea’s public schools becauss

the dominant educational irifluences of the 1920s and

1930w obijécted to ita philosophy and methods. If it were

more widely accepted by American educators duiing the
1920s and included in our present-day curricula, would
Montessori's ideas have produced a better public educa-
tion system for both gifted and non-gifted children? gq
upon the

' maxinnim development of each child’s unique abilities.

The third giant of early childhood education is Lev
Vygotaky (1978), a Russian research psychologist pri-
marily interested in how language affects children’s
reasoning abilities and social interactions. Like Piaget
and Montessori, Vygotsky was a keen observer of chil-
dren. The most imiportant aspect of his work related to

- the study of giftedness, was his research on the develop-

ment of classification and reasoning skills in young
children, Unlike Piaget, he believed that human lan-

- guage played a crucial role in the successful develop-

ment of these skills. Words followed a systematic pro-
gression from purely emotional meanings in babies, to
concrete designations, to abstract meanings. Vygotsky's
research on assessing children’s abilities is also impor-
tant for identifying the gifted because; h s designed a
method of assessment for use by educativnal psycholo-
gists known as the “zone of potential devé opn-ent” -- a
method of comparing how children solvé. problems by
themselves and with the help of a teacher. As individu-
als concerned with the study of giftedness in young
children, we should examine Vygutsky's research to
learn more about which features of children’s language
and reasoning demonstrate accelerated leaming and
exceptional language facility.

By studying the research and writings of these
three individuals, what can we conclude about the types
of behaviors and learning characteristics indicative of
giftedness in young children? Can we develop a system-
atic observation instrument for use with young children
that would be helpful to teachers and parents in identi-
fying those who are potentially gifted? Our work in this
area during the last several years has concentrated
upon using the ideas and research of Piaget, Montessori
and Vygotsky to develop such an instrument (Fisher,
1988; Walters, 1990). We would like to discuss some of
the observational categorief which have been included
in this instrument,

Accelerated Reasoning Abilities

Educators have usually concentrated upon the
training of children’s reasoning abilities and thinking
skills beginning at the upper elementary level and
through the secondary level. But Piaget's research dem-
onstrates that these abilities and skills begin in infancy
and make significant gains during the praschool and
primary years. As Piaget has shown, babies and young
children initially reason and solve problems primarily
by means of their motor movements. We must system-
atically observe how children use their motor abilities to
reason in order to identify advanced thinkers at the
early childhood levels from infancy through ages 3 or 4.
In addition, we must observe the sequence of

preschoolers’ behavior to determine if they are

engaging
in logical, step-by-step sequences of problem solving. If
wa observe relatively complex sequences of problem -
ing i about 2 and 8 years, this .

behavioris an excellent indicafor of giftedness,
. INTRINSIC_OR SELF-MOTIVATION. The

de*

Montessori method concentrates upon developing
muotivation in young children. This is-achieved by
signing the proper match between the child's ability and

the difficulty level of the curriculum. If a young child "
-consistently demonstrates this type of motivation in..

its a characteristic of giftedness. Related .o intrinsic

motivation is the child’s willingness to spend large

amounts of time on difficult tasks, to work indepen-
dently, and to attend to solving problems for much
longer periods than is typical for his or her age level. The
eminent psychologist, J. McV. Hunt (1961), said that_

v

_her/his play, probilei solving béhavior, sud powers of
concentration, then we can validly say tl-is .hgﬁi exhib. ..

intrinsic motivation was the key to high levels of learn- -

ing and achievement. He was the first American psy-

chologist (in the 1960s) to show his colleagues how the

study of Piaget and Montessori can help educators to

design learning environments which encourage chil-~

dren to become self-motivated. A more recent explora-
tion of the importance of self-motivation is discussed by
Csikszentmihalyi as related to what he calls “flow”.

behavior (1990).
ACCELERATED MUSICAL ABILITIES. All

great musical geniuses such as Mozart and Hadyn"

x

exhibited their abilities at an early age. Composing and X
playing music involve the use of extensive and complex -
cognitive skills such as reasoning, classification, encod- -

ing musical sounds into musical scores, and rhythmic

interpretation. A child who shows early musical ability

is not only engaging in aesthetic and affective activities, ..
but is also using complex reasoning abilities. Therefore, -
musical abilities (both performance and composition)in -
young children are clear indicators of the ability to think

and reason effectively.

ADVANCED MEMORY ABILITIES. Dr Mary
Meeker has said that the single best measure of gifted-
ness, based upon her Structure of Intellect research, is
high level memory (1991). Why? The physiologieal and
mental operations which underlie an excellent memory
arerelated to the ability to recall many different eventa/
things from the past in a coherent fashion, and to recall
complex ideas quickly and vividly. In regard to memory,

the great psychologist Willlam James said, "The one

who thinks over his experiences most, and weaves them
into systematic relations with each other will be at one
with the best memory.”

SENSIBILITY, THE SINEQUANON OF GIFT-
EDNESS. This characteristic of giftedness {s seriously
overlooked in selecting program participants mainly

because it is difficult to measure with a standardized *
test, and it does not “fit in" with current behaviorist _

approaches to measuring human abilities. our
research and observation we have concluded that gift-
edness is almost synonymous with high levels of sensi-
bility. By this, we mean that gifted children show high
levels of awareness to the nuances and gradations of
different ideas, problems, theories and methods in art,
m 1sic, literature, history, politics and the sciences. The

"S“,. .
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. result of this sensibility is to engage in behaviors we

- *.. - typically associate with giftedness, such as an interdis-
W ciplinary attitude towards learning; ethical awareness
«'_‘,_ . and analysis, concern with learmning both content and
process, an affinity for ideas and problems,

. m-pmfmce for higher lovel thinking, and the need for..

- ing challenges from teeehers, parents and peers.
T Senéi'bihty involves “a unique ‘way of perceiving the
world as demonstrated by the writings, mmpomtxons,
artistic creations and theories of great authors, musi-
- -cians, painters and scientists. -

-~ - We also have concluded that the- behaviora and
characteristics of potentially gifted children discussed
in this essay, such as high level problem solving and
memory, culminate in producing the high levels of
sensibility associated with . Although most
types of sensibility are not ex;n'essed until the upper
elementary and secondary levels, preschoolerscanshow
some basic forms of sensibility which combine their
reasoning abilities with divergent production kills. For

- example, a 4-year-cld might become very interested in

L h -the “flying images” in Chiagall’s paintings and toll imagi-

e native stories about what they mean. Or a §-year-old

- might become very concerned with the plight of home-
less people and organize hig/her kindergarten to send
food or money to groups serving the homeless.

Conclusion

Educators of the gifted should not abandon stan-
- dardized tests in identifying young children who are
o potentially gifted. These tests such as the Stanford-
Binet and Wechsler Preschool and Primary Scales of
Intelligence have a long and illustrious history in iden-
tifying the gifted. During the last 60 years, Lewis M.
Terman’s conception of giftedness (1925) based upon
using 1Q tests has been the predominant force in the
gifted field. His identification procedure served many
commendable purposes in the early days of this field,
such as the use of standardized procedures for assessing
children’s abilities, and the derign of statistically reli-
able and valid normative scales (deviation 1Qs) for
comparing children’s abilities. However, because of the
educational and social dynamics of the 1990s, we highly
recommend that identification procedures be
reconceptualized to reflect the needs of our current
society and today’s students. Instead of “identifying the
gifted,” the classroom teacher in cooperation with par-
ents and gifted program personnel should become more
concerned with documenting giftedness as a dynamic
combination of in-school and out-of-school behaviors
and characteristics. This documentation process will
require teachers to become highly skilled at observing
and recording those behaviors associated with gifted-
ness. The foundation for honing such skills depends
upon first studying the great observers of young chil-
dren such as Piaget, Montessori and Vygotsky. By
systematically studying these individuals and applying
what they have leared to screening and identification,
teachers will add an important ingredient to the selec-
tion process -- the observation of giftedness in action.
Furthermore, teachers will have more control over se-
lecting children for gifted programs because their obser-
vations will become equal in importance to psycholo-
gists’ test results.

In rummary, our main ideas related to identifying

young children for gifted programs are as follows (based
on a paper presented at the 1091 meeting of the Penn-
sylvania Association for Gifted Education):

1. Educators oiyu\ms children need to place more
emphasis upon observing and recording the behaviors
and characteristics which underlie giftedness.- - -

2. The identification of the gifted must start in the

classroom based upon the teacher's observations of her/
his students’ behaviox. _

3. Educators of the gifted need to systematically
establish BEHAVIOR DATA BANKS of gifted behav-

iors for use in- training teachers to know-*what to-look - -

for” in their classrooms.

4. Behavioral assessments of giftedness can be
effectively used to identify different types of giftedness
and to select gifted children from different ethnic groups.

5. The concept of SENSIBILITY underlies effec-
tive and useful behavioral indicators of giftedness.
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ASSESSING GIFTED AND TALENTED CHILDREN

James T. Webb, Director of SENG, Professor, Assistant Dean,
School of Professional Psychology, Wright State University, Dayton, Ohio

- Although retarded children have long been consid--

ered appropriate subjects for psychological study, gifted
‘ aﬁd%ﬂhﬂdﬁn - those with substantially above
average intelligence or creativity - have been largely
neglected by psychologists. Even though children de-
. fined:as gifted (typically the upperthree to five percent)

- - comprise generally the same percent of the population
~ as those called retarded, emphasis is placed far more

heavily in clinical training and practice on those func-
tioning two standard deviation units or more below
average. Research efforts and emphasis within the field
of psychology have been episodic and small, with the
most recent coordinated efforts culminating in the 1885
publication by the American Psychological Association
of The Gifted and Talented: Developmental Perspec-
tives (Horowitz annd O'Brien, 1985). This volume at-
tempted to crystallize the scattered information exist-

“ingdbout gifted and talented children, and to invigorate
the ititerast of psychologista.

In their graduate training, most psychologists’
exposure to the topic consists of a brief review of the
classic Terman studies (Terman, et al., 1925; 1926;

 1930; 1947; 1959), with emphasis being placed on the
research. Most often, the conclusion reached is that the
Terman studies show that gifted children are generally
physically healthier, socially better adjusted, and men-
tally and academically superior. These results imply
that gifted children naturally are better at eoping and
solving life’s problems, or in fact have no problems.

Little attention is given to problematic character-
istics of children labeled “gifted” or “talented,” and even
less to the methods of assessment or implications for the
child andthe family. Even follow-upreports on the long-
term Terman studies (e.g., Coleman, 1980) have mini-
mized the proportion of underachievers and those with
emotional problems - some 2086 - in the Terman sub-
jects, and only rarely is it noted that the sample selec-
tion procedures used by Terman may have biased the
results since they tended to exclude children who were
likely to have persona! or emotional maladjustments.
Indeed, as a result, more than one young psychologist
has received advice on the order of, “Beyond 1Q 130,
intelligence test scores don’t matter; you can discon-
tinue testing.”

The attitudes of psychologists and other health
care professionals appear to reflect the views of current
society. The notion prevails that gifted children have no
special needs, require little attention, and (like cream)
will simply rise to the top if they receive only benign
neglect. Despite the Marland Report (1972) of the U.S.
Department of Education that “Gifted and talented
children are, in fact, deprived and can suffer psychologi-
cal damage and permanent impairment of their abilities
to function well....” there exists a cultural ambivalence
toward gifted children. That is, leaders in government,
education and society at large make statements like
“We need our brightest minds; they are our nation’s
greatest resource.” But simultaneously, many such

persons protest against special programs orfocus being -
given to children of high potential, lest we become |

“elitiat.®

This cultural ambivalence results in substantial
numbers of children with unusual talent and ability
being unidentified receiving little (if any) special focus =
to develop their potential, and indeed being criticized, -
rejected, and even punished for exhibiting the very
characteristics that are part of their high potential
(Webb, Meckstroth and Tolan, 1982). Our country's
educational systems most often focus on basic minimal
competence, and exert subtle pressures to conform to
medioerity (a notable exception to this is in school
sponsored athletics). As a result, gifted children are
“mainstreamed.” Teachers struggle to adequately stimu-
lute and challenge these youngsters in the regular
classroom. Families often find the child's creativity,
intensity and curiosity to be burdensome and irritating.
Peers often find the gifted child's interests tobe discrep-
ant and puzzling. Gifted children, themselves, question
why they seem to feel different.

Early screening, identification and guidance of
gifted children and their families by health care profes-
sionals is warranted, not only for appropriate educa-
tional planning, but peshaps more importantly so that
the family, through understanding and supportive be-
haviors, can avoid or ameliorate problems which gifted
children might otherwise experience later in childhood
or even adult life (Hayden, 1985; Whitmore, 1980).
Some of the problems most often noted for gifted chil-
dren of school age are ones of underachievement, peer
relation difficulties, intense sibling rivalry, poor seli-
concept, perfectionism, and depression (Webb, et al.
1982). For preschool gifted children, particularly if the
child has not been identified as potentially gifted, the
problems more often involve family disruptions con-
cerning discipline issues, sibling and peer problems,
impatience or intolerance of self and others, hyperac-
tive-like behaviors, and questions of school readiness
and early entrance to school. Sometimes the problems
are ones of parental enmeshment, where one or both
parents overly identify with the child’s intellectual and
creative behaviors. This problem can, in fact, arise
directly from identification of the child as gifted or
talented, and caution is needed that this labeling does
not result in accelerated axpectations which are not
appropriate for the child (Colangelo and Fleuridas,
1886). Most often, such enmeshment and inappropriate
expectations occur (if at all) in the early stages after the
child is identified, and decrease markedly as the parents
bﬁﬁ)me more knowledgeable about gifted and talented
children.

Definition
Although individual states have varying defini-
tions (Karnes and Johnson, 1886) which generally are
calculated to identify approximately three to five per-
cent of the children, these many definitions derive
basically from the U.S. Department of Education
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Marland Report (1972) which stated:

Gifted and talented children are those identified:

by professionaily qualified persons who by virtue of
ding abilities are capable of high performance.

i These are children who require differentiated educa-

L

AT e

—tional programs.and.-services beyond. those normally.

provided by the regular school program in order to

~réglize their contribution to self and society. Children

capable of high performance include those with demon-
strated achievement and/or potential ability in any of

thefollowing areas: general intellectual ability, specific

.. ‘academic aptitude, creative or productive thinking,

Q

leadarship ability, and visual, performing arts, and
psychomotor ability.

_ In subsequent rules and regulations, this defini-
tion has been adapted and modified to exclude the
category of paychomotor ability since that ability re-
ferred primarily to athletes whose “gifis” already seemed
to be sufficiently recognized and supported by society.

Although in educational and psychological
conceptualization the Marland definition may be use-

+ ful, thefocus in practice has been almost exclusively on

the first two categories, that is, intellectual ability and
specific academic aptitude (Fox 1881). Thus, “gifted-
ness” is typically treated as though it were synonymous
with intelligence test scores and/or academic achieve-
ment test scores or educational achievements. Far less
attention is given to arveas of creativity, leadership and
visual or performing arts except in a few statas or local
ming T, ‘uniti:is. 'I‘hem. txowe:xe;‘.i seem to&e increas-

recognition in psychology and education that gifted-
ness is not necessarily a “g” factor, and that persons are
not (and need not be) necessarily gifted 7.: all areas.
That is, persons may have unusual potential or ability
in only one, two or several areas, and still qualify as
being “gifted.” In the past, such a pattern would prob-
ably have been referred to as “talented” as distinct from
“gified,” but more recently the two terms are being
treated synonymously.

A further limitation of the Marland Report defini-
tion, and derivatives of it, is that such definitions are far
more applicable to school-age youngsters than to pre-
school children. That is, it makes little sense to talk
about the academic achievement of a preschool child,
and probably in similar fashion it is difficult to consider
creativity, leadership, etc. in children of that age. No
agreed uprn definition or description of gifted pre-
school children yet cxists.

Despite the emerging definitions and variations in
how they are implemented in various locales, and even
with the lack of current national standards for opera-
tionally defining gifted and talented children - particu-
larly pre-school gifted children - psychologists, and
other health care professionals, have an important
professional role. The reader is reminded that the
Marland definition, and derivatives of it, is
generic both in its use of such language as “outstanding
abilities.... capable of high performance” and “identified
by professionally qualified persons...” What thesa abili-
ties are, and who are the professior.ally qualified per-
sons certainly seem to be appropr.ate domains for psy-
ﬂ:logy, as well as for educators and other profession-

' As discussed subsequently, formal tests of intel-
lect, creativity, leadership, ete. in preschool children
i .

havenotable limitations regarding reliability and valid-
ity. Although such formal assessment approaches can
be used (with suitable caution) for screening and iden-

tification, professionals usually will inditware helpful __.

to directly consider behaviors characteristically

underlie the formal definition listed above, and appear
to be indicators anid
meet the requiremen*s of the Marland definition. The
following list of behaviors has been adapted from such
sources as Webb, et al. (1982).

- Ugﬁsﬁaliy lm §§cabulary and complex sentence

structure for their age.

- Greater comprehension of subtleties of language.

- Longer attention span, persistence and intense
concentration

- Wide range of interests

- Highly developed curiosity and limitless ques-
tions.

- Interest in experimenting and doing things differ-
éntly | o o

- Tendency to put ideas or things together in ways
that are unusual or not obvious (divergent think-

ing).

- Learns basic skills more quickly, with lesspraci se -,

- Largely teach themselves to read and write as ) c-
schoolers ”

- Abletoretain much information; unusual memory.

- Imaginary playmates.

- Unusual sense of humor.

- Desire to organize people and things, primarily
through devising complex games.

Pre-evaluation Considerations

Prior to formal assessment, it is essential to gather
information from the parents, and probably also impor-
tant to gain additional information from the child’s pre-
school teacher or pediatrician. Certainly the latter is
needed if a visual, motor or other handicap is also
present since many intellectually gifted children with
physical handicaps (such as cerebral palsy, vision, hear-
ing or perceptual problems) are overlooked (Maker and
Whitmore, 1987).

In part the background information collected will

the customary developmental milestones such as the
Gesell norms (Ames, et al., 1979); in part it will be the
parents’ observations concerning these developmental
milestones, as well as concerning the presence or ab-
sence of the behaviors listed above. Although more
important for counseling than for identification of a
child as “gifted,” information should be gathered about
the parents’ expectations and perceptions regarding the
relationship between the child’s abilities and the behav-
iors being shown. That is, are the child’s abilities and
behaviors an undue source of pride, a puzzlement to
parents, a problem to be squelched, etc.

The professional should reccgnize that the state-
ment “Every parent has a gifted child® is a myth, along
with the categorical assertion that “Gifted children are
a joy to raise.” these are true statements on
occasion, but with gifted youngsters clearly are not
universal. Some parents, indeed, are overly enmeshed
and ego-involved with their preschoolers - particularly
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. oy-pre-school gifted children.- Many-of these behaviors---
of achild’s potential t -
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“usual intellectual and creative potential.

first-born - and are “pushy parents® who produce 2
“hwrried child” (Elkind, 1881). Mare often, parents of
gifted children are surnrised, puzzled, and even doubt-
ing that their child's behaviors are outgrowths difg\;i“éy

v oo ....in attributing the child's behaviors tc intellectual or

I Wl -

- . professional to distinguish

creative precocity seems §articularly likely when the

--parents are of superior intelligence themselves, since

the child's intellectual endeavors often seem “average”
to them from their own familial experience.
-- -In their assessment, professionals must also real-

. ize that most parents (aﬁ%il&mﬁ)diﬂﬁkethe term

“gifted” and react negatively to it, or equate the term
iceing ~gifiodness s pasrly dus £ theie Internalizin
cussing * ess,” y due to their in ize
veluctance to have a child that is different, and partly
because most often parents quickly develop a history of
negative interactions where friends and relatives have
made disparaging comments when the parents at-
tempted to discuss their child's unusual abilities.

- In evaluating a gifted child, it is important for the
between profoundly gifted
youngsters, and those who are “only” of superior abili-

- ties-and potential. The implications for assessment and

intervention with a family clearly vary if the child is
profoundly gifted. As professionals review the litera-
ture, they unfortunately will find that reference most
often is simply made to “gifted® in contrast to ‘non-
gifted” children, as though all gifted children were the
same, and as though “giftedness” is an “either-or” thing.
It should be borne in mind that it makes no more sense
to consider all gifted children the same than it does to
consider all retarded children to be of equal ability and
to have identical characteristics.

In IQ terms, a score of 155 or abova is generally
taken to suggest that a childis profoundly gifted (Aibert,
1971), while an IQ score of 130 to 155 simply is called
“gifted.” Intellectually, the profoundly gifted child -
particularly above IQ of 165 - is so clearly different as to
be of the sort that likely would be called a prodigy.
Behaviorally, the differences appear to be similarly
extraordinary, with the characteristies listed abeve
likely to be present to a greater, more pervasive, and
more intense degree within the child, snd to appear
much earlier in the child’s life (Grost, 1970). Profoundly
gifted children are ones for whom intellectual stimula-
tion and/or creative expression are clearly emotions!)
needs that may appear to be as intense as the physi-
ological needs of hunger or thirst.

Ironicaliy, although the concapt of profoundly gitted
individualshasbeen present for centuries (Albert, 1071),
the scoring norms for mos . ~urrent measures of intelli-
gence typically go at most only four standard deviation
units above the mean (i.e., an IQ score of 160), thus
precluding much detailed information about the extent
and types of abilities of those persons who score above
the norms.

Despite a widespread belief that persons obtaining
1Q scores above 180 are so rare as to b~ negligiblo,
current experience by the present author (and others) is
bringing this matter into question. Based on the normal
curve, only one out of 33,000 individuals should have an
1Q score of 160 or above, and only one in 1,000,000
should have an 1Q of 180 and above (Sattler, 1988).
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Instead, field reports are suggesting that approximately
twice as many persons as would be expectad obtain IQ

z

scores above 160, and more than three times as many -

above IQ 180. To use a concrete example, in southwest-

ern Ohlo the guthor has tested well over twenty indi-

viduals who obtained IQ scores.in excess of 160,.and an.

additional six who scored above 180. (Note: Pro-rating

formulas and procedures to exceed -the tabled norm -

values in testing manuals can be found in Sattler, 1988,

in Reynolds and Clark, 1986, and inthetestmanuaisfor

the Stanford-Binet. Form L-M, of Terman and Merrill, -
1973. As of now, the Fourth Edition of the Binet offerr -

no such provisicn for extrapolation). The reason for so
many persons exceeding ths tabled norm values is
unclear, with the possibilities ranging from inadequate
inclusion in the normative samples, to hypotheses that
the upper end of the intellectual spectrum may not
follow the normal curve smoothness of function. What-
evertheunderlying reason, the practicality is that there
seems to be a “bump” on the normai 1Q curve at sbout
180, and clearly such individuals a» not as rere as

Wk !‘51

many professionals believe. (Note: As will be discussed .
below, this phenomenon is not likely to be seen with -

several of the newly nommed and revised individual -

intelligence testa due to an artificial ceiling effect within

those tests which sometimes allows scores only two -
standard deviation units above the mean.

Because so much of psychologists’ training focuses -

on intelligence tests, such as the Wechsler Scales, the
Binet, Fourth Edition, etc., it seems easy to speak in IQ
terms when talking about gifted children. The public’s
general familiarity with IQ scores further encourages
this. However, in the same way that IQ scores are not
synonymous with mental retardation, neither should
they be equated with giftedness. For example, mea-
sures of creativity show extremely low correlations with
measures of intelligence when IQ scores are above about
120 (Amabile, 1983). Similarly, intelligence tests are
seldom adequate mzasures of “talents” in individual
areas.

Individual test of intelligence are particularly hin-
dered in measuring giftedness potential when adminis-
tered to preschool youngsters where developmental
spurts and lags occurmentally as well as physically, and
where motivation and attention factors are extremely
variable from day-to-day and from situation-to-situa-
tion. These .actors result in low reliabilities for formal
test scores. For example, under the age of twenty-four
months, tests of intelligence generally correlate less
than ,50% with later measures of childhood 1Q scores
(Anastasi, 1888). In some cases the IQ scores increase,
while in other cases they decline, sometimes as much as
20 ormore 1Q points (Roedell, 1980). For gifted children,
who are at the extreme of the normal eurve distribution,
the variability may be even greater from occasion to
occasion,

Additionally, recent investigations have raised
strong doubts as to the adequacy of current IQ tests to
messure “intelligence,” since most present tests mea-
sure convergent, culturally-bound thinking, ratherthan
including divergent, creative, and innovative mental
proceases. Perhaps the most salient conceptualization
is that of Gardner (1083) who posited at least seven
intelligences (linguistic, musical, logical-mathemati-
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cal, spatial, bodily-kinesthetic, interpersonel and
intrapersonatl), only two or three of which are regularly
measured by typically used psychometric messuves.

_Admittedly, c\mt_lQma

dministered toschoal-age
children do lymdicthnwwenmehchﬂdrm

-will do academically.in-school settings; however, these

tests donot adequatelymeasureintelligence ina broader

overall achievement in life.
When examining the IQ tests of groups of gifted

. pre-schoolers, one-is struck by the variability across
--- gub-dimensions of the tests as well as across skill -
patterns in general (Roedell, 1980). Indeed, the early

acquisition by pre-schoolers of advanced academicskills
may have a very small relation in regard to obtained
measuresof intelligence. Some pre-school children with
1Q scores above 160 have not yef. learned to read, even
though generally most gifted children do teach them-

~ selves how to read and write prior to entering school.

Similarly, cases have been reported where some pre-
schoolers with 1Q scores ss low as 116 were fluent

. readers by the age of thiree (Roedell, 1980). The range
 of levels of academic skills varies more widely among

giftad pre-schoolers than amonyg pre-schoolers in gen-
eral, at least one researcher to note that
“ntraindividual differences among abilities are the
rule, not the exception.” (Robinson, 1881). Even so, “it
i highly unlikely that preschool children who are ex-
traordinary in one area of mental functioning will be
average or below average in all other areas of function-
ing” (Sattler, 1988). Despite the controversy and the
wide range of individual differences, the “g" factor or
someother clustering of ebilities does se¢_a tobe present
in most gifted children.

Some particular idiosyncrasies of frequently used
tests of intelligence are noteworthy. On the WPFSI,
Verbal 1Q scores for gifted children generslly are signifi-
cantly higher than Performance IQ scores (Speer,
Hawthorne and Buccatello, 1988), and subtests often
have an inadequate level of difficulty (Hawthorne, Speer
and Buccatello, 1983) which results in many of the these
children reaching a ceiling effect on one or more subtests
(Jackson, 1980). This ceiling effect significantly hinders
the professional from doing an adequate scatter analy-
sis of the WPPSI profile, as well as obscuring how fm-
above the ceiling that child's performance might have
gone (Reynolds and Clark, 1986).

Similarly, the Kaufman Assessment Battery for
Children (K-ABC) has difficulties with ceiling effects
which limit its effectiveness for use with gifted children.
As Sattler (1988) notes, “Over half of the subtests on the
Simultaneous and Sequential Processing Secales pro-
vide maximum scores that are only two standard devia-
tions or less above the mean. The Achievement Scale
also has a restricted range.” It appears that this ceiling
effect is at least one reason why Mental Processing
Composite scores from the K-ABC appear to be gener-
ally lower thar other tests such as the Stanford-Binet,
Form L-M and the WISC-R (Kaufman and Kaufman,
1983). It is less clear why the K-ABC and the WISC-R
correlate only about. .66 for fourth, fifth and sixth grade
youngsters (McCalium, Karnes and Edwards, 1984;
Naglieri and Anderson, 1885), and even less so (about
.36) with children in kindergarten, first and second

¢ L
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- -fashion that may well be'more germane to success and
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gredes (Moreland and Webb, 1888). Thus, the amount

- of variance in common betwoen the two tests for gifted
yctmsmn appears to range only from about 13% to

45%. F mmmuom,auﬁmshouldbeexmvhed
whenuﬁngthaK-ABCwithsiﬁedehﬂdmn

: pmuuhool orachool age _
The Fourth Ediﬂon of the Stnnfotd Binet» Intelli-

getice Scale-does not appear to have a ceiling effect for
pre-school children, but questions about its sppropri-
ateness have arisen due to the lengthened administra.

,ﬂmmmmchcmm:sm&umaw :
. whether

earlier Form L-M, or whether different and unlmown
dimensions are assessed. Correlations between
the Fourth Edition and the Form L-M with gifted
children samples have been found to range from .27 to
.56, mggesﬁnslmthanso%ofﬂmvaﬂnnuhlhamd
for these two tests with samples of gifted children
{Harkina and Webb, 1988).
QOtherfrequently used testa for intellectual sereen-
ing of pre-school and
the Pesabody Picture Vocabitlary Teat-Revised (PPVT-

K), the Sloason Intelligence Test (Sit), andtheMcCarthy

Seales of Children’s Abilities. None of thess ar
dﬁt,e for routine use in identifying pre-school gifted
chil though they might have some use for screen-
purposes. The PPVT-Rnot only has lowerreliability
gé.’?;“ﬁdif;‘ epicaily are igrifioantiy fé‘: o ham on
typ are s cantly lower than on
tests such as the Stanford-Binet (Bracken, Prasse, and
McCallum 1984; Hayes and Martin, 1088). Stmﬂsrly,
scores on the McCarthy Scales for gifted pre«schoolers
generally are lower than tests such as the WPPSI and
the Stanford-Binet, Form L-M (Jackson, 1880). Scores
on the Slosson Intelligence Test, on the other hand, tend
to be sf y higher for gifted children than on
such tests altherSC-R(Bondy, Constantino, Norcross
and Sheslow, 1884).
Clearly many questions remain to be answered
equacy of current intelligence tests
childven. The consensus appears
tobe that, priorto age throe, formal testa ave of little use,
Such measures as the Bayley Scales of Infant Develop-
ment have only a moderate predictive correlation with
later measures of intelligence (Sattler, 1088) that they
Ligﬁmld be helpful only with profoundly gifted
Between the ages of three and six, testing may be
even more useful but even then these scores have
substantially less stability than similar test scores of
children beyond age six (Anastasi, 1988, Sattler, 1088).
Although 1Q scores obtained with gifted children at this
age often are an underestimate of later tests scores, not
alwaysis this the case. Jackson (1880) reviewed several
studies showing that a substantial minority of children
who obtained individual test IQ scores above 130 as pre-
schoolers, subsequently obtained scores well below this
level when re-tested two or three years later.
Attempts to measure creativity in preschool chil-
dren, as distinct from measuring intelligence, has met
with even less suecess. Most of the efforts to measure
creativity generally have focused on divergent thinking

and behaviors, as opposed to convergent thinking or

_ standard achievement. The independence of creativity
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as distinct from academic intelligence has been demon.
strated in childran of varying ages from kindergarten
up, and thare is suggestive evidence of more thar, one
typeofaeaﬁvity(wmach 1870). Formal tests de-

for pre-school children are few and

relatively invalidated. Such tests as the Wallach and
" "Kogan Gweativity Baﬂery (1965), which is designed for

kindergarten and
be used with gifted presch ,
test allows scoring of the child’s verbal responses for
queness. The Torrance Tests of Creative
g (1974) are also ed for children in kin-
da'gar m and above, but can be used with pre-schoolers.
The tes 3 measure creative productive thinking both in
verbal and in figural dimensions, and allow scoring on
fluency, flexibility, originality and, in some aspect,
elaboration. The test-retest and predictive validity of
both of these tests has been low, however (Jackson,
1980), and has prompted one expert to state that “pre-
dictive validity might best be circumvented by consider-
ing the quality of the child’s responses, rather than

. simpl;y scoring the number and uniqueness of the

answers given” (Crockenburg, 1972).
Even more soregarding creativity than in measur-

ing intelligence, the professional is well advised to

- examiine behaviors of the child, and to conduct an

informal assessment of divergent, creative thinking,
rather than attempting to rel on a formal testing.
Sattler (1988) has suggested a compendium of tasks
selected from various measures of creativity, and some
of these are listed below. In using these, the profes-
sional must carefully consider “the factors that might
contribute to the substantial unreliability....such as the
emotional atmosphere and time linits of the session,
the availability of inspirational cues in the testing room,
nad so on” (Jackson, 1980). Even so such approaches to
creativity, as distinct from measures of intelligence,
may provide a fairer assessment of giftedness potential
to minority or culturally disadvantaged preschool chil-
dren (Sattler, 1980).

Some informal creativity measures (Sattler, 1988)
that can be used are to ask the child to:

- list new ways to use specific common objects

- list problems that might arise from & common
situation

- suggest ways to improve an object

- list different ways in which two things are alike,
and how they are different

- suggest what the effects would be if an everyday
class of objects (e.g. cars) no longer existed

- Jist questions that could be asked about a particu-
lar picture, or suggest possible outcomes of the
scense in the picture.

Because of the various difficulties in formally
testing gifted pre-school youngsters, Roedell, Jackson
and Robinson (1880) adopted an appmach that is par-
ticularly appropriate. They noted that “very young
children are rarely so consistently cooperative that they
can berelied upon to demonstrate the best performance
of which they are capable during all phases of a test
seasion. If a seasion contains reveral measures.... one’s
chances of observing evidence of a chiid's advanced

capabilities are greatly increased.” Thus they adopted
atesting philosophy that “themost aspectof
a young child’s test performance is not the child's aver-
age level of performance m a wide range of tasks,
m?\xgdm onal view &88); .......
an unconventic 2 a
proach is less likely to overlook a gifted p
and ig most in keoping with educational philaephien
regarding starting at readiness level in various skill
areas. In evaluating p.e-school children, it is betterto -
Siemiy inclmive,thantobe mapmoprinteiyexelu *
ve
Thus, in evaluating pmehooien, little emphm
should be given to formal testing of gifted children
younger than age four, and where festing is done, the
“best performance” model should be used. An
should be made where it appears that a prodigy is at
hand - that is, a child who s clearly functioning in one
or more areas at least five to seven years ahead of what
wrould be expected for a child of that age. In such cases,
formal testing can provide useful benchmaris of achieve-
ment and/or potential that will help in knowing how
best to appropriately communicate with the youngster, -
what sorts of enrichment activities might be most ap- ...
propriate, and in planning which educational activities
school placement would best match the child’s
competence.

With gifted preschool youngsters, however, the .

behavioral observations, and the reports from parent’s
pediatrician and preschool teacher are generally more —
important than test scores. It is interesting to note in

this regard that when parents are educated as to the -

general characteristics of gifted children, they are able
to identify their preschool children as being gifted at
least as accurately as such tests as the Woodeock-
allgshi;;on or the Raven Progressive Matrices (Hanson, -

Referral Question ,
Seldom is a preschool gifted child referred sim; :lly

for assessment of intellectusl or creative potent ’
Instead, a gifted preschool child far more often is re-
ferred for behavioral problems, ostensibly relaced to
“immaturity,” with creativity or intelligence rarely be-
ing mentioned by the parenta nor the professionals
making a referral. Some of the more common com-
plaints are as follows:

- High activity level: low impulse control

- Seems too serious for a child that age; raises moral,
ethical or philosophical questions

- Always into things; takes things apart

- Perfectionistic, experts too much of self

- Needs very little sleep, Lut has extremely vivid
dreams

- Seems too emotional; gets intensely frustrated
where unable to accomplish a goal; throws temper
tantrums at such times.

- Can't seem to complete tasks or stay on track

- Seems narcissistic and overly self-absorbed

- Has difficulty relating to age peers; wanta to boss
them, doesn’t share interests expected for that
age, spends much time thinking or alone or with
older peers.

- Continually asking questions, interruptingothers,
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showing off lmowledge
- “People keep telling me that I have an unusual
child.”

All of these may be real problems in their own
right, and perhaps could be handled in a circumscriber
and narrow fashion without the concepts of
gifted and talented. Our experience, howsver, suggests
that it is far more effective to explore the extent to which
paniments and outgrowths of

these behaviors are accom

unusually high intellect or creativity, lest these behav- -

iors -incorrectly be explained as part of some other

~ diagnestic entity such as a conduct disorder, Indeed, in

the absence of such information, parents and children
alike construct their own rationale for these behaviors.

Parents in particular seem prone tolabel the above
characteristics as problems in discipline, immaturity,
or socialization, or occasionally simply as inborn tem-
perament difficulties. When parents learn that these
behaviors are normal for many - perhaps most - gifted
children, these parents are able to “re-frame” the prob-
lem behaviors, allowing themselves to act more appro-
priately with support and guidance to shape these
behaviors, rather than to punish them or attempt to
extinpuish them,

ftisim t to note that the characteristics that
may be problematic in childhood are the very ones that
we want and expect our creative adults to possess and
demonstrate. The problems arise primarily because ()
these children do not fit our expectations for children of
that age, (b) they enter and pass through developmental
and mental stages more quickly than our programs are
designed to handle, and (¢) due to lack of life experience,
their judgement, wisdom and empathy lag significantly
behind their intellect, creativity and intensity.

The Assessment
In interviews with the parents, as well as in the
observations and formal testing discussed below, atten-
tion should be given to the child's behavior in the

following areas.

- Cogmitive/language abilities

- General motor ability

- Fine motor ability

- Interpersonal relations

- Persistencs, intensity, concentration

Developmental schedules such as the Gesell De-
velopmentai Schedules (Ames, Gillespie, Haines, and
&gl, 1979) or e';en the widely used Denve; mgsllopmen-

Smeenina est(l'xankenbms,l)odds, andal, Kazuk
and Cohrs, 1975; Fish and Burch, 1985) can be used to
guide the conceptualization and provide norms for com-
parison, even though such developmental schedules
were not specifically designed for the task of identifying
gifted children. In general, gifted preschool children are
about 30% more advanced developmentally than the
norm, though wide variability exists (Brink, 1982). For
example, the average child speaks three words (other
than “‘MaMa”" or *DaDa") at about fourteen months.
Most gifted children achieve this milestone at about
nine to ten months, though some gifted children will
have accomplished this tasks as early as six months,

i {

assessed

~16- 16

and will be speaking in complete sentences of five to ten
words (or more) the end of the first year (Fisk, 1884).
Gifted children above 1Q of 160 begin reading on the
average at four and one-half years, with some of these
children starting to read at age two (Kincaid, 1969).
m‘meﬁm tbmamaaam 4 o
using a checklist such as that presented in
Table 1. Generally, gifted children are advanced in all
three areas, although the development is unlikely to be
equal in all three areas. This table was

Hall mdskinna(tmwmly"f@“‘nmﬁuﬁ% -

parent interviews to assess whether a pre-school child
might be gifted, and is based on information compiled
from such sources as the Gesell Developmental Sched-
ule and the Bayley Infant Scales. Chil need not be
advanced by 80% in all of the areas listed, Indeed, most
gifted children are not equally advanced in all areas due
to the developmental spurts and lags noted earlier.
However, if a child is advanced by 80% or more in most

of the items, particularly in cognitive/language, infor-

Cognitive Language, Gen- )

ué; .

mational or mathematical skills areas (Jackson, 1980), -

then it is likely that the preschool child will later be
categorized as giftad,

A pattern that is particularly frustrating to the
child occurs in some gifted children when the General
Motor or Fine Motor development lags significantly
behind the cognitive development. In such situations
the child can visualize a desired behavior, but is unable
to accomplish the task due to puor motor skills.

Developmental Guideline For Identifying
Gifted Preschoolers -

Normal More

General Motor Ability Months Advanced

Lift chin up when lying stomach down i 0.7
Holds up both head and chest 2 14
Rollg over 3 21
Sits up with support 4 28
Sits alone 7 48
Stands with kelp 8 5.6
Stands holding on 9 a.3
Creeps i1 1.1
Stands aloste well 11 77
Walks slone 12.5 8.78
Walks, creeping 1s discsrded 15 108
Creeps up staire 16 10.5
Walks up statrs 18 128
Sests self in chair 18 12.6
Turns pages of book 18 128
Walks down staire one hand held 21 14.7
Walks up stalry hold rafl 21 14.7
Runs well, no falling 4 16.8
Walks up and down staios alone 24 168
Walks on tiptoe 30 21.0
Jumps with both fest 30 21.0
Alternates foet when walking up stairs a8 26.2
Jumps from bottom etep a8 252
Rides tricycls using pedals a8 252
Skips on ona foot only 48 338
Throws bail 48 336
Skipe slternating feet 60 42.0
0%
Normal More
Fine Motor Ability Months Advanced
Grasps handle of spocn but lets go quickly 1 07
Vertical aye coordination 1 0.7
Plays with rattle 3 21
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Manipulates a ball, is interestedin detail 6 4.2
FPulls string adsptively 1 4.8
Shows hand preference 8 §8
Holds object batwaan fingers & thumb : 6.3
Holds crayon adaptively 11 17
Pushes car alone 1 7.9
Seribbles spontancoualy 13. 9.1
Drawing irsitates stroke 18 10.5
Folds paper once imitatively 21 14.7
Drawing imitates V stroke & circuler stroke 24 168
Imitates V and H staokes 30 21.0
Imitatas bridge with blocks 36 26.2
Draws person with two parts 48 338
.. Draws unmistakable prrwon with body 60 42,0
Copies triangle 60 42.0
Draws person with neck, hands, clothes 72 50.4
S0%
Normal More
Cognitive Language Months Advanced
Social smile at people 1.5 1.06
Vocalizes four times or :nare 1.8 1.12
Visually recognizes motiter 2 14
Searches with eyes for sound 22 1.54
Vocalizes two different sounds 2.3 1.61
Vocalizes four ditfarent sylisbles 7 4.9
Says ‘da-da’ oF equivalent 79 6.53
Responds to name, nono 9 8.8
Looks st pictures in book 10 1.0
Jabbers expressively 12 84
Imitrates waorks 12.5 8.76
Has speaking vocabrulary of 3 words 14 9.0
(other than ds-ds and ma-mas)
Has voesbulary 4.8 words including nemes 15 10.5
Points to one named body part 17 11.9
Names one chject (What {s thia?) 17.8 12.46
Follawn direction to put object in chadr 178 1246
Has vocabulsry of 10 words 18 12.6
Has voeabulary of 20 words 21 14.7
Combines 2 or 3 words spontanecusly 21 14.7
Jargon i discands, 3 word sentences 24 16.8
Uses [, ma, you 24 16.8
Names 3 or more objects on & picture 24 16.8
1s able to identify 5 or more objects 24 188
Fives full name 30 210
Names & objects on s picture 30 210
1dentifies 7 cbjects 30 21.0
Able to tell what varicus objects are used for 30 210
Counts (enumerstes) chjects to three a8 26.2
Identifies the sexes 36 25.2

Of the other two areas - interpersonal relations,
and intensity, concentration and persistence - it ap-
pears that the in relations aspect is fairly
similar to the Personal-social dimension on the Denver
Developmental Sereening Test, the Brstelle Develop-
mental Inventory (Newborg, Stock and Wnek, 1984) or
other similar inventories. As with the earlier dimen-
sions, the 30% advancement over average should be
usedmthmgardtnthegenemlinterpersonalskﬂls
tapped by these instruments, such as the progreasion
from parallel play to interactive play.

There are, however, some behiavioral and interper-
sonal dimensions that should be examined which are
not typically included in such standard assessment
instruments. In particular, the aspects of intensity,
concentration and persistence are seldom represented,
though they have clearly been recognized as signs of
advanced intelligence which appear quite early in life
(Kolats, 1987; Webh et al., 1982). Most often these

r16-

characteristics can be estimated by a professional based

on a parental report. Gifted preschool children typically
have a broad range of interests, but also spend unusu-
aﬂy}onspmimduplyinvnlwdinthameaathmd,

umuMyhmus-mmunmm:mﬁtoumwmmxﬂunﬂmur

around clearly r

from average.
An exception is t giﬁedchﬂdwhohalsoluﬁ‘eﬁ

ing from attention-deficit disorder (ADD). . These chils -+

dren show extremely high skill lovels in various areas,
have wide ranging interests, but have great difficulty
mthimmlsemnvlormstaﬁnsmm‘rhenm
ing orcompeting stinyili are prexent. Since .

or absence of an attention-deficit disorder is extrenialy -
importantin therecommendations tofollow, care should -
be taken to rule out this poasibility if poasible. :

Whetherthepreschcolgiﬁedchﬂdhasanaﬁen

tion-deficit disorder or not, cne of the most universal
characteristics among gifted children, and perhaps the
most difficult todefine, is intanaity, Pm'haplonemathes’s
description of her child will suffice when she said, 'My
child’s life motto scems to be * worth doing, is
worth doing to excess!” Indeed these children do seem
tobe excessive personalities, and their intemitypermea

Eidy 1

ates virtually everything they do from theirbehaviors to -

their emotions. It is as though they are overly intense

in every respect,

result of the lack of modulation inthabehavimofgiﬁed

preschoolers, theiremotional and in nal charac- -

teristies usually are distinetly florl mdmive.

ghften to the point of causing problems for those around —
em.,

In addition, to the above general guidelines, the
following behavioral characteristics hava been rapoﬁad
consistently by professions\s and parenta alike as being
relatively unique characteristics of pre-school gifted

even in thinking and sleeping. Asa

children. Professimalsshouldspedﬂmllyinquhvabouﬁ -

them.

- Does the child use humor, particularly in riddles,
incongruities, or puns?

- Does the child prefer older playmates?

- When playmates are not easily available, does the
child create games with playmatu?

- Does the child attempt to modify,
create? or organize games being played wiﬁh oth-
ers

- Does the child who is capable of interactive play
spend substantial amounts of time in solitary play
involving manipulating or creating objecta?

- Does the child maintain unusually long periods of
focused attention when involved in an area of
interest?

- Does the child repesatedly seek complex tasks and
challenges even though experiencing frustration?
- Does the child show unusually intense feelings
(sensitivities) in areas such as the arts or regard-
ing social inequities or moral dilemmas?

- Does the child experierce keen impatience or
frustration when peers do not share interests, or
when others cannot seem to grasp solutdons to
problems?

- Does the child seem to need significantly less sleep
or significantly more sleep than others?

- Does the child have a wide range of interests, such
that there seemnot to be enough hours in the day?
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ing of scores since interpretation of the test scores
according to the typical norms can no longer be done in
siraightforward fashion. -Here the *best performance” -
model of Roedel, et al (1880) is particularly sppropriate . __-
not only as 8 measure of potential, but also to identify -
-areas of strength that can be built-upon in educationat - -
planning. ‘ . N
In-cases where a learning disability or develops —
mental disabilities in motor development is suspected,

. - Is the child highly competitive, and intensely
T dislikes loaing? A
If the answer to & majority of these questions is
“yes,” a strong likelihood exists that the child will fall in
"7 thegifted category. In'addition to the above chéecklists
. ...andguidelines, afewother findings have appearedwith . = ..
ﬁmmw among gifted children and their fami-
= _Hes. ‘They do not, however ,-ummlhr—app*esr--ta-b& of
‘ significant help in making clinical decisions, and are

- noted here only for completeness. Gifted children tend testssuch as_theBeeryTestofVisuﬂ-Metanntegraﬁoﬁ N
o .-Johave greater birth weights and head circumferences - orthe Bender Visual-Motor Gestalt. Testmay be helpful -
e "m,mlék,minkn“dmnge“,mﬁ.l’m érigo-Moore, . (Sattler, 1988). Typically these are used in canjunction ..

vvvvvv

~ 1981). Mothers beyond age 40 appear

r more likely to
have profoundly gifted children (Matheison, 1980). Boys

" with 1Q scores above 140 appear to show significantly

.- quickly apparent when the child is asked to perform -
- - guch-tasks as drawing a picture; telling a story, con-
- gtructing three wishes, ortalking aboutfamily and daily

higher activity levels and more difficulties with impulse
contro} than boys below 1Q 140 (Shaywitz, Shaywitz,
Jamner, Towle, and Barmes, 19886).

. Observation: Where possible, the child should be
observed and interacted with individually. Typically
the behavioral characteristics noted above become

with whatever portions are able to be used of an indi--

vidual test of intelligence.  Though these tests do not -

measuregiftedness” per se, they are relevant for many

gifted children who can see in their “mind’s eye” what ' .

they would like to do with a task, but their muscular
coordination does not cooperate. Often this frustration

mirrors similar experiences that the child has at home, . ...

or is likely to have at school, where the child’s frustra-

‘tion culminates in temper tantrums that otherwise are

~An-overall comment is needed abotit preschool

gifted children suspected of being leaming disabled.

R R

activities. It is not helpful to ask children directly The professional should be extremely reluctant todiag.
"  whether they think they might be gifted. Seldom are nose a pre-school gifted child as being learning disabled
i gifted children aware that the way they see and do unless the evidence is truly compelling. Instead, consid: -

 things differs significantly

from others. They have
grown up seeing the world through their eyes, and to

“them that is “normal” or average. Instead, they often

puzzlingly find themselves feeling out of step, but with-
out being able to explain why others their age seem not
to share their interests or skills. Thus, it is more
appropriate to ask them about their activities and the
quality of their interactions with peers, shared interests
and games, etc.

Formal Observations: As noted previously, indi-
vidually administered tests of intelligence or creativity
are generally no more likely to be accurate than inter-
view and observation, and the added professional time
and expense of formal individual tests are probably not
warranted until age six or so, The administration of
group tests appears even less warranted due to their far
lower reliability and validity (Sattler, 1986).

Some situations, however, warrant formal testing,
particularly when a learning disability is suspected, or
when there are limitations on the usefulness of inter-
view or observation methods such as in children with
speech, hearing, or motor difficulties that interfere. The
professional should bear in mind, though, that the
child'’s handicap itself may aave made the testing situ-
ation more stressful, may have reduced the child’s
exposure to experiences that would have contributed to
knowledge, or may hinder the child's ability to perceive
or respond to the test instructions. “Thus, a handi-
capped child who earns the same score as a non-handi-
capped child may actually be demonstrating a more
unusual performance and greater capacity for future
learning.” (Jackson, 1880), In such cases it is frequently
necessary to adapt the standardized a stration
procedures so that the child can have a reasonable
opportunity to demonstrate abilities and skills. Of
course, this means that the professional will then have
to use professional judgement in interpreting the mean-

4

w1t

eration should be given to the more likély phenomerion
ofa developmentallag. Gifted children, like others their

age, do not develop smoothly across various skill areas.

Indeed, therelative discrepancies avelikely tobegreater
simply because thetotal potential range of theirskillsis -
toohigh. It is not unusual to find discrepanciesbetwean

Verbal and Performance IQ scores of 20, 30 or even 40
1Q points. Among Scaled , differences of five to
seven points are not uncommon. Experience suggests
that these variations most often reflect temporary de-
velopmental anomalies, rather than persistent charae-
teristics. Although recommendations can still be made
to parents about remediate efforts, m}:ﬁ«m ahoul(:l::
exercised concerning giving a label of “learning di
abled’ to a gifted child under the age of seven.

Formal testing of gifted children often differs in

respects. Generally, testing takes longer since the
children do not reach the ceiling as quickly as other
children. Testing should be scheduled over two or even
three occasions so an accurite measure of functioning
can beobtained, since otherwise fatigue is quite likely to
be a factor. In addition, the gifted child’s playfulness
and sense of humor may inhibit straightforward pro-
gression through the test, and some allowance must be
madeto adequately consider this both in administration
and in interpreting the results. Paradoxically, self-
evaluation and self-criticism by the gifted child is also
more likely than in other children, and can hinder the
testing because of the child's reluctance to guess. Even
so, most gifted children find the experience of testing to
be enjoyable, at least if it is presented as a fun set of
challenges that will help th~ family to plan for school
entrance. Most gifted children can readily comprehend
such a description, and are already extremely anxious to
enter school; they can hardly wait to get tothe place that
has the “rest of the answers.” Thus testing can be
construed to them in ways that they find to be in their
own self-interest.
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In the scoring and tion of tests, profes-
" sionals must not confuse high intelligence with wisdm
o that comes from accumulation of life ¢xperiences. In

listen to them, to take their situation saricusly, and to
help them plan for the future. Some parentawillworry
that being gifted inevitably will lead to emeotional prob- -

o gifted children, judgement laga significntly behind  lema. I is mportant for the professional tossewrethem _-
7T intellect (Roedell, mWéﬁb?g:“aL, 982), not because that such is not the case, particularly when gifted —
. ~nw the child is.not smart, but.because.there.are many - children are understood and supported by parents and -
o aspects of lifethat cannot be “reasoned out” and can only school systems. Thus, the interactions with the psy- .

e - - dmderstood through aceumulation of various experi-
. ences. This lag in judgement is often quite frustrating
mﬁqmntxwhobegintoexpectthechﬂdto‘act'in

-chologist or ot%.er professional ghould be cast in thelight -~

of enhancing human potential and preventing potential
difficulties, rather than being viewed from a psychopa-

- -Similarly, caution is particularly needed in inter-
preting “age equivalent® or “grade equivalent” scores

that gifted children obtain on such tests as the Wide
Range Achievement Test or the Peabody Individual

~ Achievement Test. Sometimes tests such as these are

used for "out of level” testing to obtain some estimate of
a child’s reading, spelling or arithmetic level, and are

. often used in making early entrance or grade placement -
- decisions. Such an “out of level" testing is an appropri-
- -ate-approach, but-caution must be exercised in inter-

preting what these scores mean. Certainly they do not

" necessarily indicate that the child is ready to enter

specific grade or that the child functions at that age level
in all respects. The sampling in sucls tests is in specific
domains only, and many otherfoundation skills that are

moy oo, o Keeping with his intelligence. Mostoften the gocial and  thology maodel.. Parents find thia appreach reassuring;. =
... - interpersonal judgément is only slightly shead of the .. . though they usually are less pleased to discover that
— childs chronological age, but yet is significantly lagging insurance reimbursement seldom covers such profes- -
- behind the child's “mentai age.” ' sional services unless thereis a co-existing orderivative

problem, such gs anxiety or depression.
Most parents soon bring up questions which re-
volve around providing enrichment activities, questions
of early entrance to achool, finding the “right” school,
peer relationshipa, sibling rivalry, developing impulse
control and self-management skills. Some of these

‘ guesﬂonacanbe answered simply. Othersrequiremore
‘detailed information and extended effort by the parents -

and the child.
Enricloment should follow the child's lead, rather ==
than forcing development on the child. Givethechilda -
broad array of stimulating experiences, and provide
more in-depth exposure when the child expresses inter-
est. Museums, libraries, zoos, trips to junk yards - all
can be exciting wonderlands for gifted pre-school chil-

dren. It is important to help parents understand when

a child might be through with an activity. That is, -
parents of gifted children often feel that a child should - -
carry all activities through to completion in order to -

" tsuglit in specific grades of school are not measured by
these tests. Parents, in particular, often need to have
this distinction made for them in order to aliow them to

o plan appropriately.

Recommendations to Parents

Although the professional hopefully will want to
learn more asbout gifted children and their families
through reading and other continuing education activi-
ties, the following brief descriptions represent a distil-
lation of insights gained from the author’s decade of
working with gifted children and their families. Fur-
ther information, including bibliographies of books,
magazines and journals, and names of relevant national
associations, can be found in the appendices of such
books as Webb, et al. (1982) and Clark (1988).

In reviewing assessment results with parents of
gifted children, the professional should expect that the
parents initially will he uncomfortable since most often
they expect that you - as the professional- will have
found something that they did wrong as parenta. Al-
though parents of preschoolers generally may be some-
what insecure, the parents of gifted preschoolers typi-
cally are more so, since they characteristically come to
the professional because they are puzzled by the child’s
behavior. In addition, as noted previously, most parents
of gifted children already have scquired a history of
negative interactions with others who have accused
them of bragging or overstating their child’s abilities.
Expect these parents also to be frustrated with many
aspects of their gifted child, whose intensity (combined
with the other characteristics noted previously) have
caused at least one motherto say, “Having a gifted child
doesn’t change the family’s lifestyle; it destroys it!”

Parents of such children are typically overjoyed
and grateful to discover a professional who is willing to

n"nls bkl

learn responsibility. However, for gifted children, par-
ticularly preschoolers, the complexity of the task under-
taken and/or the diversity of interests of the child may
precludo the child from reasonably completing it, though
the child may have learned much that is stimulating in
the process, Parenthetically, yet another characteristic
of gifted children is that they often set unrealistic goals
gince their imagination is so great, only to experience
geeen disappointment if they find that their goals cannot
met.

Early entrance to school is a consideration since
most gifted youngsters do better with such an approach,
as contrasted with situations where they feel chroni-
cally bored and unchallenged in schools if the curricu-
Jum is inflexibly lock-step (Webb, 1882). Such a decision
must involve consideration not only of the child’s intel-
ligence and achievement in academic areas, but also
sociological variables. If the community is one with a
preponderance of gifted children in the school system,
then it is likely that the child will be able to find suitable
support and enrichment without early admission. Of
course, this is not as likely to be true for profoundly
giftec children who generally seem to do well with ene
year's advanced placement. Occasionally, radically
advanced placement of two or more years is warranted,
but only after considerable study of the individual
situation, only if the family is high informed and sup-
portive, and only after attempts have been made at less
radical solutions.

Given our society’s present sex-role expectancies,
boys probably should be in the upper 5056 of the growth
chart before early entrance to school is seriously consid-
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ered. In some school systems, and in many school though overly controlling, limit-satting or criticizing
. readiness schemes, adequate fine-motor coordination is gifted child behaviors sa that the child feels unaccepted
- - likewise considered a necessity for early entrance. Usu. and unacceptable,

o et i o s g e T~
tréad o | a * Thess
. pérsons, in their interactiona with s gifted preschool
child, often are so struck by the child’s precocity that
they comment quite openly dbout it, wh . E

this is through such tasks as
T ﬁiﬁﬂiﬁmm@m*mm or to color
e i 80id stay within the lines. With gifted youngsters, the
o lackofthesaaldﬂsknotanadequa&emmtndmy
e —aﬂym -since gifted children quickly learn com-

< S
s

s_a._'.”m

- with the coordinator of

towerkmmdthesetempomdeﬁcits
tolearning. Parents of preschool
-gifted. children should be.

which amnot.

child entersﬁrstgrade. The contact initially should be
gifted education for
-that school system, or perhaps with the | pal, Par-
ents commonly report that if they initially contact the
regular classroom teacher, they are quite often met with

_openorimpliedd:sbelief oratleast areserved “wait and

- forgifted children only
" ‘thef usually only for a feWw Hould per week), modifica.

see” attitude.
Encourage the parents to give you permission to

. ééndamportefyourfindimtntheschool ‘Having

~ -professional's opinion that the child may be inﬁellecm

v ~ally~er creatively gifted-assists the-school-personnel in

giving more serious consideration to the posaibility that
this child may be one who is different from the average
child for whom uniform school aystems in the United
: Smmshsveswcialﬂiﬁemndawd educational programs
in the third grade(and

tions can be made within the regular classroom setting
even in the first school years to nurture and develop
intellectual abilities as we}l as the child's sense of
integrity and self-concept. It is important for the par-
ents to develop an alliance with the school, and that they
be seen by school personnel as helpful, rather than as
complaining adversaries. More information on how to
do this along with information ¢ mcerning what expect-
ancies parents and schools should have of each other,
can befound in such resources as Webb, et al. (1982) and
Clark (1988).

Particular support of the parents by professionals
is needed if the preschool gifted child is female or is from
a cultural minority or disadvantaged setting. Socializa-
tion factors begin quite early in life to shape family and
self attitudes concerning the scceptability of creative
and intellectual behaviors. Gifted girlslearn quite early
that they should eamouflagetheirbrightness, and should
lower their overt aspirations (Kerr, 1985). Cultural
minority and disadvantaged gifted pre-schoolers often
find themselves confronted with lowered, often prejudi-
cial, expectancies about their abilities, and may belong
to sub-cultures that place far less value on inteilect and
creativity (Colangelo and Zafiran, 1979). Counseling
with parents can be of particular help in both instances
since these gifted pre-schoolers are far more likely to
differ from the norm in ways that will become increas-
ingly obvious as they mature, and which can resuilt in
emotional and interpersonal difficulties unless the dif-
ferences are anticipated.

At home, it is important that the parents not be so
awed by their preschool gifted child that they allow the
child to rule the family or become the virtual exclusive
focus. Similarly, on the other hand they must not allow
a gifted child to become a liability rather than an asset

v 3

toapproach the . .maybeple
~ schoo mIEmeatleaiﬁaTe‘ivmonthsprfor"fat&‘echﬂdw_ . Tiakofha

. entering kindergarten, or as much as a year before the

- 1.,

visiting -
mlat&morinagmﬁcheckmnm Such reinforce-
mentofthechild ectual,

‘can’do. "Suehéﬁﬂaﬁﬁmatﬁik ‘
feeﬂngtha:theyunbeofvﬂueonlg cheympnd
ing someth'ng, and that they cannot bs valued simply i
for themselves. Not only is lthanrdm to hang one’s
sense of identity on a single hook (i.¢., intellect), but also
such a singular focus interferes with the child’s ability
to relate to others. ,
With gifted children, as with all children limits on
behaviors are needed. However, because of the gifted
- child's:  and creativity, and because the child is .
so often “out of step” with age peers
expectancies for children of that age, the likelihood is -
increased that the child will be criticized for many of the
;egbebavimthatminherenﬂyapﬁofbeingsiﬁeﬁ -
t is extremely easy for parents to become engaged .
power:t:-\:ggluthatmeonl to create distance be- - -
tween parent and child. An example wouldbethegifted

cliild who needs only six hours alesp at agufive, orthe

four-year-old who asks incesssnt questions of everyone

around. Instead of attempting to stifle such behaviors -

« at the expense of one's relationship with the child < it - -

is more beneficial to recognize that these behaviors are
to be expected in many gifted preschool children. An
important motto to impart to parents is that of “flowing
with, rather than fighting against.” Though it is impor-
tant to shaps and mold the behaviors, most need not
become the sources of power struggles or criticisms of
the child's intensity, crestivity and curiosity. Later in
life these children will encounter more than their share
of persons who feel a need to “take them down a peg” or
to “show them they're not as smart as others say they
are.”

Limits set on gifted preschool children genersily
should be as few as possible, but should be consistent in
their enforcement. Our experience has been that the
natural or logical consequences a of Dreikurs
and Soltz (1964) works particularly well with most
gifted pre-school ehildmn, and their book is one which
we recommend to these parents, along with “Culding
the Gifted Child® (Webb, et al. 1982). The exzeption is
for the attention-deficit disordered gifted child. There,
limits are needed that are frequent, tightly enforced,
and which involve close monitoring of all aspects of the
child’s behavior. These children give the appearance of
incredible cunning in violating house rules, and appear
almost immune to usual reinforcemnt schedulea since
they habituate so quickly to new discipline approaches.

For most gifted evs, however, positive
reinforcement is quite effective, and can be used to
ameliorate or prevent seversl common problems that
otherwise may occur. Because gifted preschoolers often
have such wide interests, they may have great difficulty
staying “on task.” Sinmthhfnanmadhn;mmmtc
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school personnel, parents should use successive re-

warding of amall incrementa to promote this akill,
Similarly, cooperative, rather than competitive

play, can be reinforced. Though such a comment might

~~“geeny applicable to all pre-schoolers, the intansa orien-
- M.fs.t&ieg toward mastery within most gifted

re-schoolers
orients them disproportionately toward games and ac-

&_ ... tivities that are coitipetitive and whefe théy.can *win.”

- r |

Needless to say, this does not always make for the most
‘harmonious sibling or peer relationships, and will need
. Jocused attention by the parenta to help the child de-
“yélop dlternats stylesof ini . “Role=miodaling by

t'ﬁre ‘parents of cooperitive and nen-competitive activi-
_ties is particularly helpful, as is role-playing with the

child to help develop empathy for another's viewpoint.

© A related and very powerful technique is that of
“special time,” wherein the parent gives each child in
the family five minutes of undivided attention to jointly
do what the child wants to do, except it cannot be a

" competitive activity. Such special times give opportu.

nity for the child to experience sharing and cooperative

- . ventures, while removing competitive ones. This, and
- otherrelated techniques, are described in more detail in
. Webb, et al. (1982). -

I“inally, the pmfessronal will encounter some par-

* ents whe believe their preschool child is gifted when, in

faet,thxsisnotthecaseevenwhenusinga‘best

- performance” approach, Most often this occurs in chil-

dren who are above average in intelligence, usually with
-1Q scores of 120 to 125. Many of these parents initially
ardently desire for their child to be formally designated
as “gifted,” and may refuse to believe the professional
who attempts to tell them otherwise. A helpful ap-
proach in such situations is to suggest that the child
may fall in the range of “optimum intelligence,” though
-not at this time in the range called “gifted.” The concept
of optimum intelligence (in IQ terms about 120 to 145)
was formulated by Hollingworth (1976) to re l.ejre.sen
that intelligence level where tasks are mastered easily,
but where one is not so different from society’s main-
stream as to have an increased risk of being noticeably
different. It is from this group that most of the leaders
in our culture come from, and clearly is sufficient gen-
eral intelligence to comfortably complete college level
academic work, or beyond, yet still 1ave a sense of
belongingness to those around. Upon understanding
this, most such parents are both satisfied and relieved

Most of all, suggest to parents of apparently gifted
preschoolers, that they treat their .hildren as though
they were gifted, at least until such time as more
reliable and accurate estimates can be obtained, usually
when the child is about age eight or nine. Enecumge
them to talk to other parents, to join local discussion
groups, to share child-rearing recipes and parenting
experiences, and to read the literature on gifted and
talented children. If their child subsequently turns out
to be gifted, this approach will have helped signifi-
cantly. If not, it will have done ne harm, and the
additional information they have gained will have pre-
vented them from placing inappropriate expectations
on their child in later years.
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EARLY ASSESSMENT OF EXCEPPTIONAL POTENTIAL
Beverly Shaklee, Associate Professor for Special Education, Kent State University, Kent, Ohio
Jane Rohrer, Instructor in Special Education, Kent State University, Kent, Ohio

Introduotion

The past decade has been one in which the fssue of
equity has been prominent in the reform of American
schools. This concern has affecied gified an well as
general education. The Hational Report on Identiflca-
tion (Richert, Alvino & McDoanel, 1082) revealed that
culturally differonit and econvmics!ly disadvantaged
students were underreprosented from 30709 in gi
programs throughout the country. Ruthormoere, na-
tionally based research (Cox, 10805) on service delivery
models used across the country to meot the nceds of
intellectually gifted students havy showys programs to
be extremely uneven in scope and dapth, and contored
on upper elementary grades fout to eight.

These issues have formed the bankground for new
federai legislation, the. JacobJavits Gifted and Talented
Students Education Act of 1988, which has been autho-
rized to support research on innovative ways to equalize
opportunities for undorserved culturally different and
economically disadvantaged pifted students, Beginning
in 1989, some twenty-five national projects were funded
under the auspices of the Act. The purpose of this article
is to deseribe one such effort on behalf of young children
from culturslly different and/or economically disadvan-
taged settings.

Early Assessment for Exceptional Potential

The Early Assessment for Exceptional Potential
(EAEP) pruject (Shaklee, Whitmore, Barbour, Barton,
Ambrose & Viechnicki, 1080) was designoed to create
and implement a non-traditional model for the asseas-
ment of exceptional potential in young children,
particularly those who might be overlooked by atan.
dardized testing. The university-tssed toam began with
a set of assumptions about young children and their
taachers: (1) the regular classroom setting should be the
focus of the assessment effort; (2) primary classroom
teachers are professionally competent individuals who
can make decisions about children; (3) indicators of
exceptional potential are universal in nature; (4) a
systematic, continuous system of observation can be
used tomake decisions about childven and subsequently,
curricular change; and, (b) an evaluation model can be

created to determine the impact of the project on teach- -
ers and students. ™
The project was initiated in Fall 1888, when the
Collahorative Assesament Council(CAC) was created.
The Council consisted of university based faculty from
evaluation; primary regular and gifted child classyoom
teachers; and administrators and curriculum coordina-
tors from five local school systema., The CAC functioned -
as the decision making authority for the project. During
the first year of the project, the CAC established three -
subcommittees which completed the following tasks: a)
a research-based list of universal primary identifiers of
exceptional intellectual potential with operational de-
seriptions; b) a needs assessment of regular primary -
classroom teacher’s knowledge and comfort with gifted -
assessment and education; and ¢) a portfolio assess-
ment process for collecting and evaluating observational
and self-report data from teachers, children and par-

ents. .
Preparation of the primary classroom teachers
who were to implement the assessment model became a
focal point of the discussions in the CAC. Reviewing
earlier research on staff development, the Council fo-
cused its efforts on creating a design that would immerse
the teachers in the goals and objectives of the project,
prepare them to use the portfolio process and build
ownership in the Early Assessment program. Oneof the
key training questions revolved around our ability to
show teachers authentic examples of young children
demonstrating examples of the primary identifiers (i..,
How can teachers be shown examples of children
exhibiting primary identifiers of exceptional potential?)

Authentic Examples

In order to provide authentic examples of the
primary identifiers, the CAC decided to create a series
of videotapes for primary classroom teachers. Six class-
rooms of identified intellectually gifted students
representing grades K-3 were videotaped once a week
from October 1989 through March 1980. These class-
rooms were selected because they represented similar
populations in age, grade level, culture, ethnic origin,
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- of videotape footage were coded and analyzed invel
- to the primary identifiers using a computer program,
- ViData (Zuckerman,19090). Inter-ratar-veliability was

socio-economic status and type of giftedness (i.e., intel-
Jectual) to the EAEP target population. Farwm hném
ation

established at .81 and intra-rater reliability at .94, The

" computer analysis yielded 467 examplea of thie 18 P
~ mary-identifiers. A secondary
" based on accuracy

lecondary screening of the samples
of representation, cultural/ethnic

. bias, and auditory/visual clarity was conducted by five
external

R
" tapes that reflected the ‘categories of identifiers:

reviewers. The final examples of the primary
fourinstrictionsl video-

exceptional leamer of knowledge; excaptional user of
knowledge; exceptional generator of knowledge; and,
exceptional motivation.
Portfolio Assessment
During the same period the portfolio assessment
process was created and piloted with fifteen primary
classroom teachers. This model was based on using

- developmentally appropriate (National Association for

- the Education of Young Children (NAEYC), 1886), ob-

- -gervations of children in theirown classroom. In addition

to helping circumvent the cultural bias which may be
inherent in particular tests, the observational approach
has been endorsed by NAEYC (1980) as being more
developmentally appropriate and possibly more repre-
sentative than a one-time evaluation provided by an
unfamiliar examiner. Gifted educators (Eby & Smutny,
1990; Karnes, 1983; Kitano, 1985; Whitmore, 1980);
developmental psychologists (Feldman, 1980; Gardner,
1983) concerned with young children; and researchers
on culturally diverse populations (Frasier, 1991) have
also used and endorsed observational approach to as-
sess children’s ability.

The Portfolio Assessment Process (Shaklee,
Barbour & Rohrer, 1991) which emerged combines the
useof observational strategies with multiple data sources
inan ongoing assessment structure. Teachers collect six
types of evidence from four audiences (i.e., parent/
community members, teachers, student and peers) over
a six-week time frame. The evidence includes: (a) anec-
dotal records that recorded a minimum of one child per
week; (b) observations of class members during six
sample lessons which are selected to elicit evidence of
exceptional potential; (c) a peer/self nomination ques-
tionnaire; (d) a home-community survey; and (e)
examples of products produced by the child which can be
selected by the child, teacher(s) and/or parent. The
portfolio is collected and used for all children in the
primary classroom. Teachers are guided in assessing
the evidence of exceptional potential, and a profile of
student emerges from the data. Based on
individual/group profiles teachers are assisted in mak-
ing adaptations and medifications in the primary
curriculum and environment which will support the
development of student potential.

Staff Development - Primary Teacher
Institute
A two-week Primary Teacher Institute was used to
prepare 40 primary classroom teachers for the imple-
mentation of the program, Designed to reflect the kind
of developmentally appropriate inquiry learning they

should promote in their classrooms, teachers were ac-

tively involved in discussion, reflection, guided practice,
simuiation and other activities during theirstay at Kent
State Usimdw-'l‘hetnpi@ ncompassed the key ele-

| project: ional potential: cultarall
diverse populations;-cbservational -analysis; -portfolio
agsesament; modifications in carriculd and environ-

‘ment; dnd “cresting a support structure for

~ vations, four school year

.-

implementation (i.e., teacher cohiorts).

Impact and Evaluation
Multiple methods of evaluation (i.e., structured
and open-ended

been used to document the impaet and effectiveness of
the Early Assessment project. The ultimate impact of
this project is a longitudinal question, However, infor-
mation to date indicates substantive changes in the
perception of primary classroom teachers toward their

and post assessment using videotape examples) have

students, Although multiple sources of dats are being

collected, some of the most powerful statements are

found in the language of the teachers themselves when

discuasing the Porifolio Assessment Process,

in-depth interviews, primary
teachersindicated thatthismodel, based on thestrengths
of ¢hildren, created a new paradigm from within which

ioral problems were seen in a new light, as teachers
began to perceive divergence and non-coniformity as
positive characteristics which could be fostered through
more appropriate channels. The need to keep weekly
anecdotal records on each child motivated some teach-
ers to question the “invisible® children in depth, thus
encouraging students to share motives and feelings
which they had not previously shared. As one teacher
said, “When I was forced to write down comments, [
realized the breadth of the child’s abilities.”

products gave teachers a way to pass on information to
the next year’s teacher: “The purpose is to prevent little
Williams from being lost. If I can show the (next year's)
teacher products, that will help.*

Teachers were often surprised at the congruence of
the peer nomination forms with their own perceptions of
students within the class. Furthermore, the teachers
began to appreciate the parent perspective of their
child, noting the objectivity that the majority of parenta
used when describing their children, “They (the par-
ents) were surprisingly honest; they didn'i try to mark
their child with the top notations all the way down the
questionnaire.”

One of the benefits for the project members has
been to work with a group of professional, candid teach-
ers. In their interviews as well as during the Primary
Teacher Institute, the teachers acknowledged that us-
ing portfolio assessment procedures was “a lot of work”
but “worth it.” There was universal agreement that the
portiolios provided a wealth of information for
use as well as the creation of profiles of
potential. The teachers also noted that in some cases
being a part of EAEP gave them “permission” to modify
curriculum and environment. Their participation in
EAEP enriched their array of learning alternatives to
offer to students. We are fortunate to be working with a
group of committed, motivated primary educators.

P4

to view individual children. Some students with behav- ~



" “partfolio procese for the identification of exceptional
._patential in young minority and/or economically dis

Summary
It appears from the “work in progress” that the
issues previously identified in both early childhood
assessment and gifted child education can be addressed
‘by systematic long-term nreparation-of primary class-
Key élements of the successful useof the

economically disad-
vantaged students are being identified by the Early
Assessment project. To date we have come to the follow-

_ ingeonclusions: ) the universal identifiers of exceptional
- _potential can be categorized afd operationalized in g
- meaningful way with the use of videstape examples; 2)

there are workable strategies for alternative assess-
ment procedures in the earlychildhood classroom; 3) the
assessment of exceptional potential which ineludes the
entire classroom rather than a particular target group
is more likely to alleviate the problems of
underrepresentation and underservice; and 4) primary
classroom teachers must have a “voice” in the creation
and implementation of the process.

.The “voice” of our primary classroom teachers has

* been instrumental to the success of the program. In the

upcoming years we will have the opportunity to work
with some 80 classroom teachers and over 2,000 pri-
mary children. The following years of the project will
document the long term impact and effectiveness of this

- particular plan for the identification of exceptional

potential. To date we are pleased with the progress of
the Early Assessment project. Only time will tell if it has
made a difference in the lives of teachers and children.

Authors’ note: This article was written under fund-
ing from the Office of Educational Research
Improvement, U. 8. Department of Education
(#R206A00160-91A), Jacob Javits Gifted and Talented
Students Education Act.
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Introduction

The study of gifted preschool and/or primary chil-
dren is beginning to attract the attention of educators.
Until recently the major emphasis of professional jour-
nals has been directed toward identification and pro-
gramming for the gifted school age child - generally
those in third grade or higher. Giftedness among pre-
school age children has been a low priority for educators
for several possible reasons. The selection and applica-
tion of appropriate instruments for identification was,

94 ..

and is, very difficult, as well as the fact that there have

not been large numbers of preschoolers in educational

programs.

However, social changes in the last several years,
including the increased number of working parents and
single parent families, have increased opportunities for
formal education for many more preschool children. In
addition, early intervention with various high risk pre-
school populations in the last 20 years has provided
documentation that early intervention does improve
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e i, The movement toward recognitior

. .-on’‘thrde -issues. Nirst, there is a g

.. may, indeed, result in the underdevelopment.
; 1979, Davis & Rimim;, 1888).

social, physical, and cognitive skills of preschoolers.
This trend, capped by the pasaage of PL 99457, has
helped accelerate interest in provisions for meeting the
needaafglﬁ:edchildrenattheprwhoolandeaﬂy
Cprimary level.

n_of and early

mtervmtionwithgxﬁedyoungehndmhmbeenbmed

:racogmti
that current options at the preschool and primary level
may not serve the needs of the gifted popuiaiifon, and

poten-

'Seeond, themkeudequate fors'mms&ﬂ
drenmayhave had the greatest impact on econemically

~disadvantaged children who are deprived of a wide
~ array of options available to middle and upper-class

students (Southern & Spicker, in press), Third, evi-
dence has begun to nccumulate that appropriate cur-
riculum opportunities can benefit all children in the

“preachool or primary setting, Parke & Ness (1988) have

oz lum plantied.

recently pointed out the importance
for gifted children and the necessity of having a curricu-
y for them. Karnes & Johnson

-.(1987) found that providing a special training program

for Head Start teachers and youngsters, thought to be
gifted, helped-all of the children in the program make
academic and social gains. After idéntifying strengths of
the children, the teachers were taught specific ways to

encourage thinking and problein solving skills. With

“few ~programs available specifically for gifted

preschoolers, this finding has strong implications for all
programs for young children. The current understand-

ing and emphasis towards a developmentally appropri-

ate curriculum by leading professionals such as David
Elkind and by professional organizations concerned
with young children (e.g. NAEYC) clearly reinforces
this finding for all children, including our very bright-

est.

Current Identification Practice
with Young Children
Studies on identification of young gifted children
have generally concentrated on the cognitive traits that
are believed to be indicative of this population. Intelli-
gence tests like the Stanford-Binet or the Wechsler
Scales are most often used to identify students for early
intervention programs (Kitano & Delon, 1888). These
measures are, however, expensive and time consuming,
Moreover, the reliability and long term validity of IQ
tests for young children is questionable (Tannenbaum,
1983). Critics have also pointed out the potential short-
comings of these measures in the identification of other
facets of giftedness (e.g. Sternberg, 1881; Gardner,
1082).
Studies that examine areas of potential giftedness
or talent other than cognitive are rare and report di-
verse and contradictory results (Lupkowski, 1889). The
appearance of potential talent in the visual or perform-
ing arts, leadership or creativicy has been studied infre-
quently with this age group. Some theorists have ex-
pessumsm about identification of areas such as
visual arts in early childhood (Clark & Zimmerman,
1984) because the lack of appropriate aptitude and
achievement measures for this population preclude all

Kl
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of these early years
- than innate ability. One even larger
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but the most ckildren. Robinsor:, Roedell,

and Jackson (1978) have reported that some early

assessament of talant and intarest can be

_wﬂhmmebﬂ&m(&uﬂyummdﬂh

to other populstions of giﬁed ehildmn must be qum- |

tioned.

children, suffer frog A glitd 1n sHethodologs. CO
mmﬁnmtheaemdxesmdawedﬁminmsmm
already identified aa gifted. Characteristics derivad this

Inaddxﬁnn,thiarmh,mwnﬂuwm

way may arise from the method of selection ratherthan -~

from the inherent traits of giftedness. For example,
there is ample evidence that reliance on standsardized
testing results in identification of a large tion of
economically advantaged students. Any traits general-
ized from this group may, thus, result from SES rather
concern must be
that these young children with only 3-5 yesrs of experi-
ence are being “tested” to determine giftedness. We
must use a variety of methods to understand these early
abilities and not rely on a method that has been devel-
gg?ldd: look at skills of older and more experienced
nﬂ

Alternate Identification Sources

If recognition and ; for more varied
traits of giftedness and talents among young children is
to continue, other instruments and procedures will be
necessary, One potential source for this information is
to involve parents in the identification procedure.

Parents have the most extensive contact with
young children, and may have a wealth of anecdotal
information valuable in identifying children’s abilities
(Silverman, 1986). Haensly (1988) also found that par-
ents are quite accuratainobservmgandrepm‘nngfhe
abilities of their children. However, parents
are not able to provids information about the relstive
performance of their children. Because of this, they
frequently do not make the same interpretations of the
characteristics and traits listed on many rating lists.
What is meant by a long attention span? What is an
advanced vocabulary? Or what exactly is implied by
early reading ability? Even as basic as the
age at which a child learns to talk can be interpreted in
different ways. Does talking mean saying one word, or
does it mean using sentences? A trained teacher will be
able to incorporate these anecdotes into information
helpful in giftedness potential and can
then help parents to understand how to heip their child
further develop all kinds of talents and abilities.

Teachers

If the pattern established with older populations is
followed, much of the responsibility for screening and
rating performances of young children will fall on teach-
ers working with these students in the classroom. Many
districts and preschools will turn to staff members to
provide information about the performances of young
children. Although the technical validity of teacher
ratings has been brought into question (Pegnatto &

26



Bimh 1969; Gear, 2976), most gifted programs solicit

 information from teachers (Richert, Alvino, & McDonnel,
. .1982). Indeed, for use of teacher ratings re-

sently has been growing. Gear (1978) desevibed empiri-
-eal results indicating that- trained teachers
could reliably identify students with high individual
" 1Qs. Renzulli and Delcourt (1886) questioned condlu-
. wionsadvanced by eritics of teacher aceuracy. In most of
the studies that indicted tescaery’ ability to identify
gifted children, individual 1Q scores were used as the
criterion for successful identification. However, if a
“wider; mulﬂfacetedviewofglﬁedsmahadoﬁted it is
also pmibie that teachers recognize sbilities not as
seased by the IQ test, especially when aided by paren
input. In such instances, teachers could provide valu-
able information about students that goes undetected
by traditional cognitive measures,

Sources of Validity and Reliab’!ity Errors

in Teacher Nomination

Generilly, efforts to solicit teacher input involve
- checklists or rating scales used in assessing studenta.
titns, might be inappropriate f appiiad unchenesd t

ons, t be inappropriate {f app unc to
preschoolchildren. Although anumberof researchersin
gifted education have developed checklists tailored to
theearly childhood population (Karnes, 1078: Schwede!
& Stoneburner, 1078; Kitano & Kirby, 1886), these lists
“ are often used by teachers and parents who define the
chrracteristics in many different ways.

When a teacher applies the checklista to various
students, there is often a history of both positive and
negative performance that has shaped the teacher's
judgement about thatstudent. Todate, any mfonnauan
available about teacher judgement has come primarily
from studies of teacher judgement with older popula-
tions, but it is possible to speculate that some of the
same types of errors might occur.

One source of emor in teacher nomination arises
from presuppositions about what behaviors might pre.
dict potential giftedness. These assumptions may con-
flict with existing research literature sbout characteris-
tics of gifted children in general and young gifted chil-
dren in particular (Richert, Alvino & McDonnell, 1082).
There are s large number of myths about what consti-
tutes giftedness prevnlent among educators, including
the view that precocity is an essential prerequisite for
future gifted performance; that all gifted students are
highly verbal; or that gifted children universally exhibit
extended attention spans (Richert et al. 1982). The
extent to which teachers involved in identification and
asscsament adhere totheeemythsmnmducethevalid-
ity of their ratings, especially in relation to young
children, whose thinking, physical development, and
social skills are qualitatively very different from the
older students.

Teachers may also be swayed negatively by traits
exhibited by some gified children. Richert et al. (1682)
lists eight behaviors associafed with giftedness that are
viewed as highly undesirable by teachers. For example,
creatively gifted students may be disorganized, may
appesar off task, and may question traditional values.
Resistance to authority and resistsnce to classrocm
exercises that are not viewed by the student as mean-
ingful have been associated with students with high

" 19G..

cogmitive ability. Confronted with thess characteris-
tics, a teacher might resist assessing such a child as
memﬁmwbemmhamﬁﬂ

when miade with young children, because
thesevery*bahavimnﬁenm as negative are very
normal and positive behaviors

aviors for preschoolers.
‘Theexperience of theteacherin theclaseroom, and
with the age group being rited, may have snimpacton =

the quality of theregulting sssessment. Hanninen (1988)
reported that differences between experienced and nov-
ice teachers in older grades were obtained with experi-
enced teachers performing more effectively in identify-

ing gifted children. Support for results of prior studies
that linked

in gifted education with increased
accuracy forteachernomination wasalsoreported (Gear,
1878). in addition, it might be inferred that lack of
experience might also include lack of experience in the
age group currently being assessed. Because of differ-
ences in behaviors of very young children from these of
older students, extensive experience with upper grade
studenta may nat be relevant for assessing younger

students and perhaps may actually encourage

misidentification.

The differences in the demands of various settings
in which children operate, and the varying behaviors
they exhibit may cause further difficulty for teachers
assessing giftedness. Preschool teachers may, and prob-
ably should, look for widely different performances to
judge student potential than do teachers at the elemen-
tary level. Substantial differences would require that
rating and observation instruments be sensitive to the
age grade Jevel being assessed.

A related issue arises in examining whether there
are traits that are viewed as so importent that they are
prerequisites to identification. Little is known about the
relative im teachers assign to individual char-
acteristics, of characteristics often are quite lengthy,
and they may Include traits related to several areas of
giftedness. If teachers view some characteristics as
necessary characteristics of gi , the remainder
of the characteristics might be examined and rated less
carefully. The result could be that the identification
becomes skewed to certain types of giftedness, or even
biased townrd characteristics that are not highly re-
lated to ability in some performance areas.

Even when teachers are trained, the validity of the
results, especially for young children, must be mea-
sumdbytheaxtentmd fmqueneyofpurposeﬁﬂ obser-
vations of behavior. Single observation settings may not
provide an accurate description of student abilities.
Very young children are {n a period of rapid growth and
development. Skills and abilitics may not appear con-
sistently or In narrow periods of observation. Unless
screening for behaviors and traits is conducted continu-
ously, over large spans of time and by individuals who
have a close relatlmhigewith the child, it is possible
that key behaviors may

Goals of the Study
The present study was designed to begin answer-
ing the question regarding what teachers recognize as
advanced behavior in young children. Teachers of pre-
school, kindergarten, first, and second grades were sent
questionnaires to discover not only the areas that they
see a8 Indications of advanced understanding, but also
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to see if the areas that they identify vary from grade
level to grade level. There have been studies showing
th&t&aminsteacbmtommgethinkmgskﬂhdm

improve scores earned by disadvantaged children
(Karnes & Johnson, 1987). mghtthisalmbetr?m

_haveconsistent definitions of gifted baliaviora? Towhat

extent do teachers’ perceptions reveal accurate infor-
mation about characteristics of young children that are

“highlyrelated tolater giftedness? Isthisawarenesadue
muotetotheexperienceor due totraining and education?
The present study will begin to answer these questions

by first looking at preschool through second grade
teachers’ perceptions of giftedness and then examine
thege perceptions to see if there are differences related
to experience or grade level taught.

Subjects
One hundred fifty-six teachers working with pre-
school, kindergarten, first, or second grade students in

- Northwest Ohio and Virginia were selected because of

their previous association with education programs for
young children. Sixty-six (43.3 percent) teachers re-
sponded to the questionnaire.

- Each subject was mailed a survey and asked to
respond to a series of 56 Likert scale questions. Items for
the scale consisted of charactevistics, traits, and behav-
iors y associated with gifted children derived
from several widely used checklists (e.g. Renzulliet al.,
1976; Clark, 1 for older gifted children. The traits
and bekaviors were modified to apply to younger chil-
dren (0.8., “reads a great deal; usually prefers adult
books” was altered to “reads well and was self taught”).
Some characteristics were included that have low to
zero level correlation to giftedness or later achievement,
(e.g., “is neat”; “always follows directions®; Richert et
al., 1082). uwemmedat&heendoﬂhe
questionnaire to list: (a) the three characteristics they
thought most indicative of giftedness, (b) the three
traits least indicative of giftedness and (c) traits not
mentioned that they felt were important. Teachers were
asked toreport on the level at which they were ctuvently
employed, other levels at which they had worked, years
of experience in current and other plaeementa, and
educational level achieved (including area studied).

Results

Item responses were analyzed and a reliability
estimate for the scale was generated (Cronbach alpha
=.837). Teacher responses were scored and analyzed.
Questions that had the highest (very important) and
lowest (least important) item means are presented in
Table 1. The most frequently occurring, open-ended
responses as to which of the items were most and least
important in diagnosing a bright or talented child, are
presented in Table 2.

The 56 items of the scale were grouped into a series
of categories: a) Cognitive Traits, b) Personality Traits,
¢) Physical Traits, d) Creativity Traits, e) Talent Area
Traits, and f) Social Traits. Responses to these catego-
ries are presented in Table 3. In addition, responses by
teachers were compared in these six areas using two-
tailed t-tests on the basis of current grade taught, years
of experience at that grade, and whether or not the
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ence in responding ¢.

respondent had a degrainearlychﬂdhoodedumm
Significant differences mnnm?ﬁﬁwp:fm
mm(mm,psm&rmm

significance was
1.981, p=.052). No

differences were noted for

a&mh@“ﬁdﬁ{mmm '

dard deviations, andtvulmforthemmrmm
are reported in Table 4.

{tegc with Means
n shetract concepts
2. Has an ubﬂity‘t:dmmteunmal

is excoptionally rapid
4. Possesses insight into cause and

effect relations
5. Possesses 8 large storehouse of information
6. Chooses admmd or challenging activities

and hobbies

Iteme with Lowest Means
1. Hates physical activity

2. Is large for age
3. 1s nteat

4, In vebellious

5. 1s well liked by classmates

6. Prefers to sit and wateh before engaging
in games or activities

7. Seems to shift from interest to
interest rapidly

The remaining item means were 1.906- 3.238

Table 2
Frequency Of Factors Labeled

Most Likely Indicators Fre- % of
quency Responders
R
1

3476

3444
3.413

3.366
3333

3.323

1.270
1.587
1.603
1.666
1.794

1.841
1.867

2. Lesming is exceptionally rapid 14
3. Articulate and verbal 12 18
4 Il highly imagina 10 15
, and was lel{ taught 8 14
6 Hu an ability to ger rate unususl
comparisons and categorizations 8
7. Possesses insight into cause and
effect relations 8
8. Has diverse, frequently self-directed
activities
9. Is curious
10. Advanced vocabulary
11. Good
12. Risk taker
13. Writes and tells stories
14. Long attention span
15. Solves difficult puzzles
16. Responds to emotional need
of peers
Other responses
(given 2 or fewer times) 17
TOTAL 145
note: not all respondents chose 3 factors
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f;fealt Likely Indicators Fre- % of 66
Giftedness - Trait quency Respondents
1. Is lsrge for age 24 36
2. Is rebellicus 16 23
2. g.h weﬂpl!i‘kad;f classmates ig g%
4. Fiates activi
5. Is neat yel i 12 18
" 6. Shifts from intarest to interest 7 11
7. Refuses to follow dirvections 7 11
8. Can count to 10 & 8
9. Sense of humor 5 8
- 12. Overly sensitive 4 6
13. Sits and watches before doing 4 6
. Good memory
16. Has advanced gross
motor development 3 4
(siven 2 or fewr times) 14 21
- TOTAL 143
note: not all respondents chose 3 factors
Table 3
Meany for Area Trait Scores
STANDARD N MEAN
: DEVIATION
Cognitive 321 63 3.012
W
Talent Area 458 63 2.620
Physical 399 63 1.837
Creativity 513 63 3.006
Table 4
Differences on Trait Rating
N MEAN 8§D T ALPHA
PHYSICAL TRAITS
Tesching PreK -K 33 1742 417 1881 p=052
Primary 33 1839 .380
Yesrs Experience 1422 p=.136
<h 19 19896 451
] >b 47 1.79 381
Current Grade -1.709  p=.092
PR 3w om
Years Experience ‘ ' 186 p=.124
<5 18 311 2%
>5 17 297 345
SOCIAL
Current Grade -1424 p=.673
PreK - X 33 2357 .5684
Primary 33 2408 406
Years Experience 2624 p=.012
<5 19 2593 .369
>b 47 2208 508
FERSONALITY TRAITS
Current Grade -1.048 p=.299
FreK -K 33 2317 412
Primsry 33 2418 .368
Years Experience 2.184 p=.050
<hH 19 2514 326 2185
>b 47 2807 402
Cwrrent Year -801 p=.376
PreK -K 33 2494 477

‘dren in

Primary 33 2585 442

Years Experiance 528 p=.662
<5 19 2688 .587
>b 47 2528 412

Current %m -1.388 p=.170
Prmey 35 e o

Years Experience ) 1044 p=308
<b 19 3100 .604
>5 47 2956 .5623

Discussion "

Respondents tended to rate characteristics that . .~
have low association with giftedness or talent as the
least likely indicators of giftedness. The lowest rated
questions included physical size, neatness, and popu-
larity. Overall ratings of physical factors were low.
Cognitive traits were rated as more indicative of gifted-
ness than any other group of traits, though they also
seemed aware of traits that are often linked to creativ-
ity. Traits incidentally associated with creativity, such
as rebelliousness or resistance to authority, were sel-
domn seen as indicative of giftedness.

Many of the secemed to identify as
most likely indicators of giftedness those traits identi-
fiedintheliterature asindicators of co giftedness
in older children. When asked to chodse the top three
indicatars, the three listed most frequently — under-
stands abstract
articulate and verbal--are all cognitive variables that
are highly valued in elementary and secondary class-
rooms.

Traits that have been associated with talents were
not widely cited or highly rated by the respondents,
though directions were included that specifically re-
quested the respondents toconsidercharacteristics that
would point to musical or artigtic abilities. Those gifted
preschoolers who only demonstrated these traits would
probably not be identified as gifted by these teachers. It
is poasible that such a diagnosis is difficult for this
population of students, On the other hand, it may mean
that teachers value cognitive abilities in school type
sattings more than visual and performing art abilities.

A number of affective traits, such as rebellious-
ness, oversensitivity and self-criticiam, were included
inthelistofleast likely indicators. Mention of any talent
ares (the only eneidentified was playing an instrument)
was included more often in the least likely group than in
the most likely group.

The unsureness of these teachers of young chil-
what gifted means can be seen in
the number of traits listec in both the most and least
likely groups. Ten traits were included in both lists.

It was surprising to find few differences for grade
level taught, experience, and early childhood education.
Teachers of preschool children are a bit less skeptical
about the value of traits and social devalop-
ment than peers who teach primary age students. They
are also a bit more negative about the value of physical
development for such diagnoses.

Conclusion
The resuits of this survey can be viewed as an
indication of the need to take a greater in-depth look at
teacher perception regarding the components of gifted-
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ness. In order tc generalize the resuits, responses from

Nmnwﬁa&mﬁcmnﬁwﬂh?mdh
a

mmd. Howuver, the results cbtained do

provide
someclues umthemwofﬂ:empm&nu knowledge

and attitudes toward characteristics that might trigger

- and/er decrease the likélihood of the idantification of a
- student as gifted.

For the most part teachers of kindergarten and
mmnryehﬂdrenmawmdthecogniﬂvatmiﬂ that
the literature has shown to indicate
trariwise, theso same teachers fhn&pbyuiml

difference, albeit small, was found in the

indication that teachers having taught five or more
years see leas importance in both social and
traits. This finding is consistent with the findings of
Howell & Bressler (1888) which found a significant
correlation with years of gifted and more
cognitive based teaching styles while showing a signifi-
cantnegative correlation with the sensing-feelingteach-
ing style. This trend seems alsoto be true for the sample
ofteachers of youngerstudents. Young childven ayevery
social, and learn about their acceptance in the world
through their interactions with people. Because chil-
dren learn early to value or not value school, often based

on how they are made to feel about themselves, educa-
mmmnstmﬁnuetoexminehowma:heﬂm
children’s ahilities and how we communicate this as-
sessment to the children.

Given results of the present study it would seem to
be essential that effort be given Lo understanding how
teachers are actually identifying and responding to
gifted preschoolers. It may then be possible to make
changes in teacher education programs to insure that
what is known about preschoolers is used in the effort to
identify potentially gifted preschoolers. Continuing to
apply a single concept of “gifted” to all children, no
matter what their age, not only eliminates some poten-
tially gifted children st early ages, but it may also
actually play arole in altering the development of young
gifted children who do not fit the mold expected of older

“gifted”. It is time that preschoo] educators and
educators work together to develop methods of

ing and encouraging young gifted children in ways
uniquely appropriate to them.

Mitchell (1988) presented ideas for identifying
culturally different gifted preschoolers that might well
be appropriately used for all young children. In one
senss, all yaung children are culturally different since
they differ from adult, middle class culture. First, ex-
panding the notion of potential giftedness to include all
children in the obssrvation would provido insight into
behaviors that might otherwise be overlooked. Second,
providing observation sheets for the teacher to use in
assessing child~a’s behavior will allow the observa-
tions to becorme more objective and will encourage teach-
ers to include all children because omissions will be-
come cbvious. This objectivity may also allow teachers
to discover aspects of the class structure that prohibits
aspects of creative activity. Because teachers value
certain performances, they may structure their class for
this performance only.

Third, carrying out observations over a number of

weeks, or months, will allow the teacher to discover the
pattarnsof t and abilities. Young children's
behavior is not as consistant as behavior seen in older
children, and cbeerving children only once or twice

preschoolers over time results in
frequent,

tivities over time allows for a much better representa-

tion of achild’s abilities tobesecen. It isknown thatif you
give preschoolers a choice of 3 or 4 activities they will
most oiten select the activity that is the moat develop-
mentally cormrect (Parke & Ness, 1088).

What is needed at this point in underlm&ng
gifted preschool/primary ehildmn is the observation of
what is actually happening within classrooms. Only

whenobsmaﬁmmdmmmﬂpmﬁdemﬁe |

indications of ability is it possible to sppropriately
encourage the strengths of young children.
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CHARACTERISTICS OF GIFTED CHILDREN
AND HOW PARENTS AND TEACHERS
CAN COPE WITH THEM

Child: Unusual emotional, creative and intellec-
tual development and an unusual development of “Self.”
.- Gifted children often see themselves as being "outsid.

ers” to their groups, class or family, - -
'— Parenta: Pmuneedtochmgeﬁheirnmal

_expectations and attitudes and expect unusual reac-

. tions and behavior from their children. Cifted children

need much love and emotional support. They need tobe

recognized, respected, and understood. They need to be
“insiders” for parents. Gifted children need intellectual

comradeship. Parents need to avoid the temptation to

over-organize their gifted child. The child often has

_ special interests already. It might be better tofollow the

" child's leads where stimulation is concerned. Enjoy

common interests. Gifted children do not have to go to
more concerts and museums than other children. They

may not be ready for special responsibilities in the-
- household.

Teachers: Teachers need to approach gifted chil-

- dren with expectations different from those of other

children as well as similar expectations. Gifted children
are not likely to be the most popular children. They may
need the teacher’s particular emotional support and
they may need an intellectual relationship. They often
tempt you to make a teacher’s helper out of them. Don't
follow the temptation. Gifted children need stimulating
discussions and projects which require logical thinking,
like creating mazes, how does a letter get from home to
school, etc. They react very well to the inquiry method.
Don't expect the child to be a reader at a young age, but
if she is, provide the opportunity to read at an appropri-
ate level.

Child: Gifted children have a tendency to be perfec-
tionists. They may for that reason choose not to expose
themselves to failure. They may not try anything new.
They may have unrealistic expectations of themselves.

Parent: The child may have high expectations of
himself. It is important that parents do not add to this
pressure by their own increased expectations. Help him
look for realistic standards. Explain the leaming and
growing process. Explain that learning takes place by
trial and error. Let them know about your own failures.
Help tham get the courage to try something new, for
example: learning to ride a bike.

Teacher: Perfectionism may lead to showing off,
may lead to avoiding anything that leads to failure. The
teacher needs to be aware of this, and create projects
that show processes of growing and learning. For ex-
ample, collect baby pictures of the children so they can
see where they came from and where they are going.
Invite older children for comparison. Discuss what they
themselves can do now, what they couldn’t dowhen they

. by Annemarie Roeper, ,Cafmmdecnﬁ:heﬂeemrﬁ'cMLBhnmﬁelddﬁcm

were babies, and what the older child can donow and

what the adult can do. Make clear to them that learning

is trial and error. Admit all mistakes as a teacher.

example, ﬁm child may build the same-building every

day with blocks or paint the same picture because he -

knows he can dothat particular thing. Insist that he tvy

something new if he seems ready for it.
Child: Child may not know his own place in the

family and try to make all the decisions. He may want

to be the adult in the clasarcom.
- Parent: As children grow older, they should be
allowed to participate in decision making where they

are con.erned, and possibly where the family is con- -
cerned. However, it is important to be sure to remain -

reahstm’l‘hegxﬁedehﬂdxsstﬂlachﬁd.‘louhymof
age and experience have the responsibility to know
more answers and must make final decisions. Some
parents are in awe of the gifted child, This makes them
insecure and confused.

Teacher: Leadership must be mthehandsofthe

adult. One should not be in awe of the gifted child and
make him feel special or exhibit his particular accom-
plishments. The gifted child needs definite frameworks
of expectations, within whick he needs freedom. He
needs to learn the process of decision making, he needs
tobe allowed to participate in some decisions within the
framework and be respected for his kmowledge. But the
final decision must be the teacher’s. The expectations of
the teacher, however, must be realistic in terms of this
particular personality and not in terms of the acrepted
rule.

Child: The gifted child often has a global point of
view. Her perception, concepts, and interests, may be
beyond others her age. She may be truly worried about
the state of the world. She does not like to be deceived
and she knows when she is deceived or kept in the dark.
She wants and needs people to be honest with her.

Parent: It is important to provide the opportunities
she seeks tounderstand the world. Discuss herconcerns
with her. Let her know you understand and that you
share them. Try not to divert attention or to just make
her feel better. Take her seriously; otherwise, she will
feel ahe is left helpless and alone.

Teacher: Give her opportunities for exploration.
She needs tobuild astructure of how the world functions
in her own mind. Social Studies and Science 'Niojects
should be a paxt of the curriculum for all children within
a framework of active inquiry.

Child: A gifted child may or may not be a8 high
achiever. Gifted children do well in areas that require
logical thinking and often not so well in mechanical



akills. They may or may not be self-taught or early

readers. Sometimes they are late readers.

- Pavent: Do not expeet the gifted child to be a high

w ---—maintain standards within s wide range. ‘Allow learn-

Cad

- —gbligation. "The gifted child learns because he must
o, _. master the world. Halp him learn what he warits to

fetirde |

ey

ing to continue to be & joy rather than living up to some

learn. Ifhe is excited about reading, help him read. If he
wants to learn scientific facts, help him do that. The

learning process will be even more exciting and satisfy-
ingifynu explore mfhﬁmhﬁhm and the

Teacher: If & child i¢ ready for academics like

reading or math, help him, but do not-make it-an-—

. obligation. Gifted children often do not do well in small
- muscle coordiaation. They often donot do well in eosi="

putation or other skills. They do, however, understand -
math, sieénce and other concapts very well, To learn

basic concepts with hands-on materials is often exciting
for gifted children.

THE NEEDS OF THE YOUNG GIFTED CHILD
(A SHORT AND INCOMPLETE OVERVIEW)

Annemarie Roeper

Oneoftheoumdingehmcteﬁsﬁesoﬂhegiﬁed
child is the dichotomy between the intellectual and

emotional development. At no time in their life is this

more noticeable than during the early years of child-

- hood. A child may be intellectually on an eight-year-old

level, emotionally on a three-year-old level, mentally
six, and chronologically four. This has & great many
psychological consequences. The child will not act in
accordance with our expectations. He or she may have
& vocabulary and understanding that constantly de-
lights and amazes us. For example: a group of three-
year-olds is occupied with water play typicat for three-
year-olds. Three little girls scoop up wuter with a paper
cup, pouring from one cup to the next, each in the hands
of one of the children, Suddenly one of them says, “This
is what you call cooperation.” At the same time she wets
her pants and her expression changes from one of
enjoyment to one of guilt. Here we have a gamut of
emotions and thought processes. The word “coopera-
tion” and knowing what it means is way beyond the
usual expectations. The wetting is below the expecta-
tions and the expression of guilt may be beyond the
usual at this age. Their awareness of reality is greater
than that of others their age. They feel guilty for normal
actions of aggression or infantile behavior. They are
eager to understand the world because that gives them
a sense of mastery. They are often loners because their
language and interests are not understood by other
children. For instance, chess may be exciting and under-
standable for a five-year-old who is gifted. A number of
them areself-taught readers; others may not be particu-
larly interested in learning toread. They ave perfaction-
ists; they are often fearful of the unknown and of many
other things,

What does this mean for the teacher and parents?
The gifted child often delights us with his unique ex-
pressions and cbservations. We may forget that the
same child may need much attention from the adults to
help him cope with their emotions of anxiety and guilt
stemming from a particular awareness of the complexi-
ties of the world. Theyneed the help of the adults to help
them bridge the gap between ihemselves and other
playmates. Gifted children also like the stimulation of
conversation with adults.

Mental activity is as exciting and important an
activity for them as physical activity, To watch a gifted
child in an act of discovery is exciting. Opportunities for
this need to be provided through free play, discussion
andmtcthemﬂdmcbnsdeneemmpts,
nature study, social studies, continuous and in-depth
projects including the study of the globe and “hands-on"
math material, etc. The mechanical acquisition of learn-
ing the alphabet or to count should not take up a major
part in the life of the gifted child. On the other hand,
intellectual stimulation such s learning about the
structure of the world is deeply desired by the gifted
child. Gifted children also have a great need for and
erthusiastically enjoy physical activity including sports,
dance, and gymmastics as well as creative activity such
as art, photography clasaes, and music.

Identification is, of course, not easy, yet most of us
have a feeling for what is typical for the gifted child, and
the experienced teacher’s observation is often confirmed
by IQ tests.

There is much more to say sbout the needs for the
young gifted child. 'm hoping, however, that this will
give you a glimpee of it.
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7. and vesearchers have shown &
Indeed this eene\n'y'a hiltory is

THE WHOLE CHILD AND THE GIFT —
NURTURING OUR VERY YOUNG GIFTED STUDENTS

) Aumﬂynmmmmm

- to-acky: Swi-
edge early indicatars of giftedness in young children.
with evi-

" Yapi w hommm ntfheageo‘”fliwuthegoungut“
.monmexhibkher
~ Thegrowing knowledge

‘at the Smithsonian).
of early childhood developaient
necessitates serious study and nurturing of gifts and
talents as they first appear in the early years.

Developmental time, as we relate it to the young
gdeehﬁé,iaaMpeml ena. According

_ exing phenom
‘to early childhood research, "sensitive perioda'

(Montessori, 1912), “stages” of dm!opmenﬁ/eogmﬁon

(Piaget; 1950, Erik Erikson, 1964), and “hierarchies®,

7. (Maslow 1970), have been identified as way stations ir

- -obgerving and nurturing young

children. While we, as
educators and parents, mvﬂlﬁnsm lean on these able
observations for the general ation of young chil-

dren, we become befuddled when we encounter children
who demonstrate talents at stages in their early yem

| that don't correspond to these guidelines.

‘Out of sync with thesa devalopmental waymarks
thegifﬁedchﬁdmmhmﬁmywm{demdinmgnéto
the wholeneas of higher life. While we are dazzled by
the spontaneous emergence of a young talent, we must
actively consider the wisdom of nearly & century of
dedicated anﬁn;ﬁu ogists and educators, and not be
blinded by the brilliance of only one light n the spec-
trum of colore that define the reality of the growing,

developing gifted child.
*Handle with care” the whole child. This is a
demand on our patience and , and upon our

society. Whenmhawschﬂdwhoenioyspiamm
hand piano, interpreting and reading music, and who is
engrossed in these skills, we must develop
patience while remaining sensitive to the child’s devel-
opmental needs as a growing person.

Repetition - a powerful learning tool for a young
child - was observed by Maria Montessori in her early
work with children in the San Lorenzo slums of Rome,
Italy in the early 1900’s. Exquisite pleasure in repeti-
tion exhibited by the young child sometimes confounds
the adult who may label repetition as horing. Adults
may remark that their child likes to do things over and
over again, but it becomes even more remarkable when
you actually sit down and record the number of times a
child will perform a task. Therefore, we need the
PATIENCE to allow for this repetition in the area of the
talent. For example, Yani painted herfavorite monkeys
for a year at age 4 (one of my students also painted/drew
his dragons for a year at age 4). Be on guard that while
we are being patient, we donot relinquish our consistent
awareness that we are nurturing a whole childhcod
experience.

“Handle with care” - maintaining a BALANCE in
the development of the young gifted and talented child.

Y,

. -

Darathy Massalski, Teacher of Montessori, Cambridge, M«w

mmmmm

mmgmead'mmw el yefancs, Tho

child is. p@m&eaﬁnﬁtm&dmwms

“gift." Meanwhile, tie gifted student’s peers are devel-

oping their respective personalities. mgiﬁadebﬂd's B

personality development, on the other hand, is rel-
egated for another day, ancther times, perhaps never.
A young child who is precocious with words may

find mathematical constructs tedious and

unimaginative. For example, a 6-year-old student of

-mine became impatient and frustrated when it took
time to arrive at the answers for inath materials I gave - -
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her. Ibegan torecognize, however, that this challenge
was
mates. Isawthatshebegantounderstand someof their
frustrations in

This y ctudent began to exhibit a sincere
mte:uf.inthuocial activity of her peers. Whilashe was
previously polite and cooperative, a distancesurrounded
herinteractions with the other children as if she desired
the children to act like adults. Now she was awakeried
toa world of hersocial childhood. Bystruggling with her
own learning difficulties, she developed empathy to-
wards others. However, as she became involved with
the activities of her peers, she seemed tobe spe~dingan
mardinateammtofﬁmeinatherpmﬁu(leammaby
repetition). What of her specific talent, did it wane or
disappear? While her personal interest momentarily
diminished, her talent remained for it was continually
nurtured, that is, the firebecame a steady ﬂmeh:lmd
of afury. (Shehnmrfectpitchan&eﬂmordlnmmdio
recall and has read with since
she was three). Hersojouminﬁothewaﬂdofherpeeu
only enhanced her talents. The isolationism many
talented children ence was in this case
by addressing the whole child and her development
while preserving the “gift.”

I personally became vividly aware of this social
isolationism when [ asked a cross section of gifted and
talented boys, ages 10-12 from mixed incomes, what
they wanted to study most in an open-ended session. As
they knew that I had been a movement coach for a
nationally recognized basketball team, they asked meto
teach them basic basketball skills. Because they were
perceived as “brainy” by their peers, they were never
chosenmplayintheneighborhoodg&mmdwm
ostracized for their “ignorance of ball.” They avoided the
courts, more and more socially isolated be-
cause of their “brains.” This incident has been a detar-
mining factor in my work with gifted and talented
youngsters. I have cbserved that learning social skills
at the developmentally appropriate period can prevent
this prevalent difficuliy in our young gified snd talented
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her with empathy towards her class-



children by giving them the inner self-confidence to
participate in their present and future society.

back tomy6-year-old student - needless

A Returning
% - - balasce with her ygifts, Shehastheinner
- confidence of being how to love

well-loved snd

- with hergiftsas her tools. Herparents alsohave bscoms -

sz -awene of the need for maintaining.a balanced cutlook:
" " expecting the joy that her talents solicit as well a0
. wmmw&mmmaafm
A0 2L Wiien we speak of eéducating the “whels chilld and

nurturing society” esvecislly as it concens the natural
- emergence of gifts in early childhood in all social classes.
. It isgood forustorememberthat many of the innovative
- and fundamental studies on the growth and develop-
ment of children were conducted in the slums and
~ ghettos occupied by the children of the poor. Head Start
- has been a primary contributor to studies in récent
provided the stking Tot Chseaimi] e of e
... - Montessori. Herein lies a profound irony.
‘ _‘ %m«dm%};?maﬁwa_dm&zd
T gifts. We are responsible for nurturing them, individu-
o Aally as a parent, as an educatorfresearcher, and as
members of a demoeratic society christened with the
history of opportunity and possibility.

- tlié"a’fiéofm“” E_E ......-:rw s o Eﬁﬁ:ma'

- the-gift," we must embrace the “whole child and its

%&emMﬁemﬂi@hmﬂg&ﬁﬁ
aanctity of childhood, & society in which they will
bilities of Teachers: “The watchword for
not conquest but cultivation...The dge of

anced activities, unbalanced men. . In facing the niew i~
demands for stability and dynamic equilibrium, we
must prepare to modify profcundly our conceptions of
both the personality and the community...whether bal-

ofyor whether it ishe =

mceietobe achived by sepromton o wiothr visbe
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INTEGRATING THE GIFTED CHILD INTO FAMILY LIFE
Caryl W. Krueger, Author, Speaker, Escondido, California

Often when achild is identified at school as a gifted
child, a parent’s pride quickly becomes panic, How is the
fomnily to cope with this special young person? Are the
parents themselvesamart enough to deal with this level
of talent? So as not to stifle creativity should the parent
“give in” to the child's wishes and rarely discipline?

Educators rightly zeroin on the process of develop-
ing the child's giftedness. But at the sametime, parents
and siblings need guidance in knowing just how home-
I:glgrmhmmthenew challenges of life with a gifted

While in the school environment, the child benefits
from enrichment and grouping. At home it’s a case of
“what you see is what you get” ~a collection of people of
varied abilities bound together by the family ties of love,
memories, and common objectives. It can be more diffi-
cult to live in this sometimes startling diversity, but the
real world {s a very diverse plece and the home teaches
grand lessons in getting along in an eclectic environ-
ment.

Thus, there is plenty for parents to do without
getting into the teaching academics. Still, the wise
parent sees himself as an essential element in the
child'’s progress, no less a partner than the teacher.
Paremiummatgieinthmhmm o

. Creating the proper home atmosphere

2. Encouraging home activities -

3. Molding character

1. The nurturing parent’s work of
a homea re

Theclassroom has all the proper elements of learn-
ing~thetools, theteachers and mentors, Jarge segments
of time, an cutline of educational goals, and special
rescurces. While school activity may sound more impor- -
tant than home activity, what goeson afterschool hours
has a definite impact on what goes on in school.

The home, too, has vital elements. Some of these
are: “A place of your own” -- part one. Children need
space. Even when sharing a bedroom, they need to have
their own areas. Parents should make it clear to chil-
dren that possessions are not to be borrowed without
permission. A box or cupbeard with a lock on it gives s
%&gh@hk&gfmpﬁeué?.Agiﬁedcm}d
n e security of knowing that his special projects
will not be disturbed.

“A place of your own"” -- part two, Each child needs
to feel that he has a place in family life that is *his own”
--8 niche that he alone fills. This place is not because he
is a gifted child, but because he is 8 member of the
family. Loving a gifted child--and every child in the
family--should be on the “no-matter-what® basis.

Anenvironment for creative living. Home resources
are important: a quiet place to study and do homework:
essential tools including a current dictionary and ency-
clopedia; a cozy place to read; and a space for projects.
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Butbeyondthephysicsl elements isthemental environ-
ment, The words “Let’s look it up® and “Let’s Gy it’
should be heard oftem, along with words of congratula-
45 o7 8 Sehlovemait Sl ehonirabament sl o

‘. _ failure. A parentmust find the time to listen to s child's

questions,
omreeativityc A parent; however, should not give'more timaor

o or show more interest in a gifted child than in
) éﬁ.‘%w children in the family, This is a tall order, but
absolutely essential.

No labels, no comparisons. Avoid labels such as

1o .. thewmare one,” “the cute-one,” the dever one.” Many
children find that other children in

their family have diverse talenta for stcoess, but some-
bl' &e%::pmmo:l | ?enn‘:g.dmkthelnte
oomer, y give fee pressure to
thegiftedandfedinpnﬂagmyorhnmdmﬂbhnp.
Just accept each child where he is now. The future will
take care of itself.
- Family rules, Thege cssential parameters ave for
theentire family. Excelling at science or music or sports
does not excuse one from following the rules or doing a

- share of tae work at home, Decide togethier on the rules

and create a rule book. Print out each rule on a separate
page for children who read, illustrate with a picture for

. those who don't. This way yaut can easily remove out-

dated rules and add ones. Let each child know
what is expected and what happens if a rule is broken.
When a rule is explained, mean what you say, give no
second chances-that's hard, but important. (For pre-
school children you may want to give one warning, but
only one.) Besure that you don’t let a gifted child “get by”
with things. Society, too, has basic rules and the home
isa good placs to practicowhat'sright and what's wrong.

Be supportive without taking over the teacher’s
role. The home is not the school and a parent should
encouragethe work of a gifted child, but net doitfor him.
Unless specifically asked by a teacher, a pavent should
not get involved in teaching asubject, though the parent
may help a child who doesn't understand an assign-
ment. A parent's job is to (1) Ask daily about the
homework, and (2) Provide time and placs for it to be
donte, After that, don't prod. A child must do the work or
take the consequences--this is part of his growth. This
doesn’t mean you let a child fail, but there is nothing
worse than a parent who has more interest than the
child in the programs for the gifted. Really wanting to
learn more is part of the gift to the gifted.

Problem solving. The skill of finding solutionsis as
integral to success in so many school subjects and
translates well from school to effective home-life, and
vice versa. Within the framework of a weekly family
meeting, members of the family can learn the problem.
solving method of gathering the facts, comparing alter-
natives, choosing and implementing the best ideas.
Brainstorming is & noisy, fun and useful way to gain
good ideas, too. In addition, regular goal setting (monthly
and yearly) lets every family member set cbjectives and
feel the satisfaction of achieving some of them.

“Why not?” This attitude best describes a home
where new ideas are tried, then accepted or rejected on
merits, not pre-conceived opinions. Certainly if a chiid
wants to jump off the roof, you will suggest a treebranch
as the alternative. But letting a child try things, even

.
~ Ap

when are quits sure they won't work, lets a child

learn for herself first-hand as opposed tobeingtold how

2. The Importance of after-school,

homestyloactivities . = =

‘oming homs from school should be s changaof

homework is done just before and after dinner, as
opposed to immediately after school. So, coming home

- t6 hia #ibilings.

Often a parent is not on hand, so the kidsneedto ...
understand what should happen: & snack followed by
outaide play in a safe place; & book toread; s raft to
explore; a place to go; etc. Notice that television viewing
and games are not options. We have overplayed the
benefits of achieving nimble minds and fingers through
video game play, and we have overplayed the broaden-
ing benefits of non-interactive soporific television view-
ing. Consider these better alternatives: -
-+ Organized activities. Limit these to one or twoa .
week. Avoid organization every minute. Let a child -

choose a club, sport; or enrichment group and be com- --

mitted for a semester or more. But let moet after-school

hours be totally free of organization. A gifted child
, whattodoon
his own, for being with other kids, or for just doing

benefits from “fres time,” by just choosing

. Unlewns a child is really enthusiastic aboutsn

crganized activity, let the child switch off each yearand

Physical play. Too often a gifted child is bent over
a desk or table for many hours of the day. Even when
this is necessary, encourage a break every 30 minutes
for a run around the black, a game of ping pong, or
playing catch with a sibling. The gifted child ncedsa
sounid body as well as a sound mind. And, if the child
doesn't excel in sports, so be it; he will have the advan. -
tage of learning to cope. Certainly you dun’t forceachild
intoLaseball if he hatesit, but thereis ssportorexercise
that each child can do such as walking with the family,
roller akating, a swim at the Y, or cyeling to a friend’s
home. Parents need to encourage regular physical activ-

mﬂ

Chores. Every child needs to know how a home
functions and how to take care of his househeold and
personal needs. Rotate tasks within the family. Seethat
children inow how to wash clothes, mow the lawn, care
for the baby, clearthetable, cook a simplemesl, take out
the trash, vacuum and dust. Chores are a good change-
of-pace from academics. Sometimes, provide s chore
project that takes two children to sccomplish. This
resulits in atother worthwhile lesson of cooperation.
Remember, if nothing else, chore time can be an oppor-
tunity for creative thinking.

Homawork. A certain amount of time will be spent
duing homework study sand projects. A gifted child might
be either speedy or sluggish at thia. Together, look over
the work to be done. Play the game of estimating how
long it should take. See if you or your child is the best
guestimator. Teach the value of time, such as when to
spend it, when to conserve it. With the agreement of
both children, let the gifted child serve as mentor fora
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- ‘child falls asleep,

sibling. However, let the sibling do something for the
gifted child in retiom. Remember, every child has a
special talent.

Mealtimes. Occasions for meaningful conversa-
tion are vital. This impertant form of bonding can't wait
for the weekend when there is more time. Thus biveak-

‘—‘fmmﬂ dinner are built:in times when talk should be

__fréé-wheéling and non-judgmental. Thismeansthat the
“meals need to be arcund a table as opposed to in front of
farwhen the TV is talking, the family is not. A

parent should also provide a time for conversation at
“bedtime. Mmemthatapamtmtjm:hm “good
_ night,"hehastoactually gotothequictof achild’sroom.

*“While-« psrent should not stay in the room unti! the

reveal thoughts that might not be said in the light. Of
- course, 8 wise parent creates many other opportunities
' fg;it;lk , but mealtimes and bedtimes are built-in oppor-

es.
Excursions. Memmea are made from family ac-
tivities. While most excursions are relegated to the
- weekend, weekday excursions should also be planned.
These could include an after-supper walkAalk in the

out for ice creum, a swim at a pool, or

L -ﬁimt to the library. Weakend excursions should be
in advance so the entire family participates.

planned.
Some of these will partake of the special knowledge of
- the gifted child, some should be totally new experiences.
Outdoor activities should be balanced with indoor ones

such as tauseums, plays and musical events. See that -

you partake in 8 new experience as often as yougoto s
movie or have a pienic. Many are free or low-cost and
m the child's experience beyond the bounds of

3. Teaching socialization

Sometimes society pictures a gifted child as a lop-
sided egg-head. However, a wise teacher encourages
diversification for the youngster; a wise parent teaches
the values of socialization, which is best done within the
family. Selfishness and pride - theneed toalwaysbethe

star - can gpoil the life of the most brilliant person.
Whils the classreom may seem likie a perfect envi-
ronment, the child must learn to cope outside those
caring walls. The world is not a perfect environment.
may be derided or ignored. Bullies, cheats,
and manipulators need to be understood for the deceiv-
ers they arve. This is part of growing up and growing
Wmdhmmmtlmfmmgiﬂed

The family circle is a testing ground for life in the
larger circle of all humankind. Starting in aarly child-
hood, character is best molded and most often influ-
enced by the example and standards within the family.
Farents of a gifited child need to be aleri. to these
elements of socialization:

Learning to be a follower. Leadership cores easy,
for some followership can be frustrating. While all
chﬂdmwithinthefamﬂyneedleadershipopport\mx
ties, a gifted child needs the patience to be
supportive of a sibling or parent who has the lendership
position in certain activities. A parent should provide
opportunities for followership in household tasks, in
planning = family event, in sports and games.

this in-the-dark conversation can

Learning to appreciate others. Nochild is devoid of
talent. It {s often easier to be a parent of a creative child
than a child whose abilities are not yet evident. The

of talent takes , sSometimes years.
Farents set the standard for appreciation by their own
cammenta for work well done, or just for work done. The
ot bon-sives n the Tamil: Agied 1 onoe 4ald
a“given’inthe once
about a shy sibling: “It Was so great to have scmeone
willing to just watch mie and listen to me.” At first,
parants may need to help a gifted child recognize the
important qualities of other family members, until
appxmaﬁonbemmeaanaml
‘mm is a differ-

Eeamingtobewell
ence between ¢ cecﬁld

Arrogan
competence, shnwmgoff and silliness. Some gifted
den enhibit the former quality in each pair and need
guidance «o as not to become obnoxious about their
tdlints. How to act in public (and in private) can be a
difitcult task for a child who has many abilities. Still, a
purent can emphasize the impertance of being consider-

- ate through training in such areas as table manners,
. everyrday helpfulness, conversational hints, introdue-

‘tions,; p&rtyehquette,thank note writing, etc. No
- mattew what the ' IQ, there is no excuse for offensive
. bebavior. Oneaspect of good manners is being outgoing.

Sullen ahyniess can give the impression of “I'm better

- than you” snobbighness. Give children bagicsocial train-
- yagand give them opportunitiestopracticothesetalents

within the family. Willingness to talk, how to be a part

N aiadmcumimhowtommquueaﬁom,howmm
otat others, mnkes a gifted child a more interesting child.

Leatning to accopt failure, The lumps of life come
10 3]l. How wererpond, setsus apart and determinesour
future sud essss. The average Caild usually finds suc-
cesses and fai' ires 8 managesble part of life, But the
gifted child, a:customed to more successes than fail-
ures, often tukas the failures much harder. Where seolf-
waels should remain high, the gifted child who has
fniled in somo aves, dwells mm dmeply on it and may
ow it out of jeuportion. [Home activities and the parent
example should belp a child handle the bad with the
gend. Keepiny? things in perspective, taking the long
visw, being grateful for past successes, finding a benefit
finan & failure--these are skills a parent must teach.

Learning to accopt feolings. There are no wrong
emotions, just w=ong responses to them. Everyone has
felt anger, hatrad, frustrstios., or guilt at one time or
another. The wise person learis what to do about these
feelings, and how ¢+ grow upward from the experience.
The gifted child inwust lesrm not to bury his feelings. but
how to undovstand (hem and respond positively to them.
A senaitive parerit nay have the rapport to draw out a
child on the riubject of inncrmost feelings, or, perhaps,
thero will be another person such as a grandparent or
Sunday scho! tepcher whom the child can speak with
comfortably. A child needs s place to put her feelings
wher. sheecan 1 deal with them immediately, and talking
with an uncretand ng person. is one option. Another
place to “put’ thess feelings is in a daily journsl. One
gified younguter | tuow has kept a journal for over 20
years. Shesayat’: 1t jnst writing down feelings helpsher
get them in perspect ve and iater "nd a good response.

Learniny to 3¢ & whole peraso: . While a child may
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“his surroundings in a shrifking community,
... .World. Specialization sometimes cames toosaon and the

excel in oneor two areas, he shouldn't become one-sided.
There has been much commendation of The Renais.

.aance Man-or Woman. Wenow see, however, that there

mhaTheRmmmChdd,mmmdandawmnf
nation or

teacher and parent should work

ther in developing

svery youhgeter.
Certainlyapmmtdagifbedehﬂdlhouldbehnppy
to be entrusted with the care of that child. Instead of

being intimidating, it should be an exciting chall

- the-essential wholeness of

: enge.
. "No_ éne saic¢ parenting was simple, but it needni’t be

arduous. There arechallenges that are life-threatening,
Mummmwmﬂ
ﬁtﬁmm A parent :hmsd ﬂﬂ? m
with hope, patietice and understan

Thesdtedchﬁdi: notmm:dm

thehomeianotabludngtothechﬂddm Iﬁhm
uplifting event that benefits the entire family and un-

new horizons for each family member,

FAMILY FACTORS IN.-THE ADULT SUCCESS OF
HIGH 1Q CHILDREN

Rena F. Subotnik, Hunter College and Hunter Campus Schools, City University of New York
James H. Boriand, Teachers College, Columbia University, New York

Our understanding of gifted individusls has been
enriched by the research of scholars empleying tw
distinct developmental Grinder, 1985)
The first studies of the gifted in Great (Ga}fon
1869) and the United States (Yoder, ' 894) were retro-
spective. Their authors took adult eminence as their
starting point and examined biographical accounts of
their subjectl lives, hoping to glean information that
might explain adult manifostations oi ziftedness. This
approach had its usefulness, but it was criticized by
such writers as Hollingworth (1629), who claimed t.hat
“the study of eminent adults has left us with an array of
facts, interesting but ambiguous.. frmn [which]...we
cannot determine causs and effect” (p. 1

The advent of mental testa in the ea.rly part of this
century gave rise to an altemaﬁve methodology. This

prospective strategy, adopted J Teman (1925),
Hollingworth (1842), and otherl. the researcher
the opportunity to identify children with high intellec-
tual aptitude and to follow them longitudinally, thus
gaining insight into factors that facilitate and frustrate
the realization of what Terman calie: “the promise of
youth” (Burks, Jensen, & Terman, 1930).

This latter approach afforded the researcher quite
a bit of flexibility, especially if he or she were prescient,
compulsive, or fortunate enough to gather, in the in“tial
stages of an investigation, data that wou’d in time prove
to be essential in explaining phenomena occwnrring later
in life. An example of this is found in the last two
volumes of Genetic Studies of Genius (Terman & Oden,
1947, 1959).

‘As their subjects reached midlife, Texman and
Oden had a large cohort of subjects selected for high
general ability; some markers of adult life success; and
a wealth of data related to the subjects’ traits, abilities,
and experiences. This enabled a com of the “A”
and “C" men, the male subjects who as adults had
experienced the greatest snd the least professional

- -
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success respectively. Terman and Oden’s examination
of the antecedent factors contributing to the differential
accomplishments of these two groups led them to the
conclusion that two clusters of traits, ‘drivetoaueceed
and all-round social adjustment” (194 352),
clearly dxscrnnmatedhetweenthehm&

'ﬂxis aspect of Terman’s longitudindmeanh is
considerably important today for a number of reasons,
ofwhxdxwawihldtetwo.mmmat«direcﬂyto
educational practice. Programs for the gifted exiz® pri-
marﬂymmchﬂdmnshmbyvaﬁmpredlmto
have unusual aptitude in one or more areas. To the
extent that we sre concerned providing an education
that will help thess childven realize their potential, it is
essential that we strive to discover which factors facili-
tate and which frustrate the realization of early prom-
ise. Terman and Oden realized this when, commenting
on their findings, they wrote,

Intellect and achievement are far from
perfectly corvelated. Why this is so, what
circumstances affect t.he fruition of hu-
man talent, are questions of such tran-
scendent importance that they should be
investigatad by every method that prom-
ises the lllghtest. reduction of our present
ignorance. (1847, p. 352)

The second reason that underscores the
tance of Terman and Oden’s A and C analysis has to do

with it recent a lieat,ion, Their fin t.hnt, 1Qand life
success were * ectly corre * within the
upperranges oft.he IQ ution, has prompted some
tocall fora of the way in which gi is

a rethinking
defined in the schools. The statedgoa!ofthe resulting
reconceptualizations is to effect a better fit between the
traits that define giftedness in children and those that
presage adult productivity.
Despite the nnportance of Terman and Oden’s
retrospective analysis of their A and C groups, thervare
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reasons to guestion the generality and validity of their

.. conclusions. One of these concerns the fact that only
. .sigunificant limitation since, &8 Tomlinson, Keasey and

=7 Little (1980) peint cut, therd is a“growing nuntber of

* _.studies documenting an impressive set of longitudinal

_*_ relations among boys, relations that are not duplicated

s di-female aamaples” (p. 443). Studies that incorporate

female subjects and analyze their data separately are
clearly called for. .

geeond, the Terman cohort was, to a significant

- & product of his time. This, toe, is alimitation, for

- - agGiele (citéd in Shuster, 1990) points out,

o The life experience of a particular birth
cohort who faces a given set of social or
economic circomstances may result in a
distinctive developmental pattern. But
for other cohorts, brought up differently
and encountering a quite different envi-
mnn;ent, these patterns might not recur.

(. 471)

- - Especially at this time, when the issues facing

.. . gifted girls loom so large(see, for example, Eccles, 1985;
=" Kerr,; 1985; Silverman, 1986), it may be unwarranted to
=- -draw conclusions about the realization of potential in

- today's girls based on conclusions drawn from an analy-

-~ -gis of-male subjects born in the first decade of the

" century. Finally, there is a problem discermable inmuch

.. of the reséarch in this area. As Fowler (1981) indicates,

: “few investigators have systematically explored home
--- -methods used with bright children, classical investiga-

tars [have failed to do so probably] because of their

genetic bias” (p. 331). Terman was no exeeft.ion. Asa

result of his hereditarian and purely psychological per-
spective, it is likely that the factors Terman and Oden
identified as salient in the life success of their cohort are
not the only, or even the most important ones. A study
of the data reveals that there were significant environ-
mental differences between the As and the Cs, most
noticeable in the subjects’ families, that contemporary
researchers would point to as being of more than minor

initerest (see, for example, Jarrell & Borland, 1990).

Among these are the fact that the As were much
more likely than the Cs to come from intact families in
which the father had graduated from college, was em-
ployed in a professional capacity, and earned a higher
mcome, Even such factors asthe mean 1Q of siblings and
the number of books in the home library favored the As
to a significant degree. If one adopts a psychosocial
perspective and believes that environment plays an
:lp;nedable role in human development, one must con-

ude that family status and process variables, espe-
cially those related to parental education and socioeco-
nomic status, were probably the main determinants of
tt;ll:e é&fmﬁal life success experienced by the As and
e Cs.

This interpretation of the Terman and Oden dats
is consistent with the resuits of mntem&aary research.
For example, Tomlinson-Keasey and e (1990) em-
ployed structural equation modeling to isolate factors
that predicted occupational success for both the male
and the female subjects of Terman's research. They
found that the predictor for both sexes was
educational attainment which, in turn, had parental
education as its strongest predictor. This supports the
interpretation of the Terman and Oden data advanced
above. The data reported in the final two volumes of
genetic Studies of Genius indicate that the effects of
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differences in the families of origin of the As and the Cs
were discornable in the differential educational attain-
ments of the two groups dati: g back to the high school
years.

“"Howaver, in the Tamlinson-Keasdy and Little study

(19980), the subjects’ educational attainment, although

estron ctor of occupational attainment, only
exp 34.7 percent of the variance for the male
subjects and a mere 6.2 percent of the variance for the
female subjects. These relationships are probably at-
tenuated to a degree by the passageof time, but they also
suggest that lifeachievementand its predictors “arenot
highly canalized and that a variety-of other variables
and experiences at various points during development
may wellhave a significant impact on theadult'sachieve-
ments” (p. 454). It is logical to begin the search for these
“other variables and experiences” in the family, as many
have suggested. Albert (1980), for example, states that,

Most explanations for the differences be-

tween promise and fulfillment point to

substantial differences in early facilitat-

ing environments, family factors, and

educational career opportunities. (p. 174)

Similarly, Colangelo and Dettmann (1983), after
reviewing the research on parents and families of the
gifted, call attention to “the importance of home envi-
ronment and family relations on the later achisvement
of high-ability youngsters” (p. 25).

However, there is still quite a bit to be leamed
about the specifics of the relationship between home
environment and the future accomplishments of high-
1Q children. Colangelo and Dettmann point out that
“there is still considerable confusion in terms of what
the major family influences are” (p. 25). In the same
vein, Janos and Rcbinson (1985) state that “familial
influences on the development of intellectual giftedness
are poorly described in the literature despite their
central role” (p. 182).

Albert offers some clues as to the manner in which
the family might function to facilitate or to frustrate the
realization of the “promise of youth” among the gified:

Families are defined as experience-pro-
ducing (generating) and experience-se-
lecting (directing) agents in the develop-
ment of their members, especially the
younger ones. Furthermore, parental ex-
periences, behaviors, and personalities
give form and substance to these two
basic family functions. (p. 174)

If this is true, an ex ation of parent-child
relationships and interactions within families of gifted
children should help us understand the ways in which
families either facilitate or frustrate the development of
cognitive giftedness in children which translates into
achievement in adult life.

Background of the Present Study

The research presented here is part of a larger
study of a cohort of individuals who, as children, were
identified as intellectually gifted and graduated from a
special elementary school for high-1Q children. The
authors are engaged in an investigation into the ante-
cedent factors that contributed to the life success, vari-
ously defined, of these individuals. While that multiva-
riate analysis is atill in progress, data have been uncov-
ered that are worthy of attention in their own right. The
purpose of this component of the larger study is to
investigate the relationship between certain family-of-
origin v es and various indices of aduit accom-
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following research

- ample, unlike Terman's subjects, the Hunter

pﬂahmentinagmupof&dulﬁl who were identified as
ehﬂdhmdonthebuiloﬂQ.Spedﬁcally the

questions were
1. Which process variables in ieeta families

“of oFigin, if any, ate relatad to adult self-report mea-
N -mg{ success and in what manner?

2. 1Is there evidence that different patterns of
family inﬁemctionmmlaﬁedmtheﬁfamofmale
and female subjecta?

3. Is there a suggestion of

greater same-sex or

. cross;sexpemtalinﬂueneeonmnlemdfemﬂesub—
. jecty’

, Method
Subjects '

The sample consists of 198 individuals, 90 males
and 108 females, who graduated from the Hunter Col-
lege Elementary School between 1948 and 1960. Hunter
College Elementary School was established in 1941 as
a laboratory school for inlcllectually gifted children

- living in New York City. Terman himself suggested that
. . students attending the school would constitute a good
_comparison group for the subjects of his study (Seagoe,

1976). The subjects were identified as intellectually
gifted while in elementary school on the 1937 revmonof
the Stanford-Binet (Forms L and M). The 1Q range

from 122 to 196, with a sample mean of 156.6 (157 0 for
the males, 156.3 for the females).

In addition to age and geography, there are other
differences between this cohort and Terman's. For ex-
up is
largely Jewish (65.7 percent, although 64.3 percent of
the sample report no or little adult religious inclina-
tion), heavily Democratic (73.4 t, with more
“nones” and “others” than Republicans), and morelikely
to be liberal (85.3 percent) or moderate (48.9 percent)
than conservative (15.8 percont). The subjects are well
educated; only six lack college dagrees, and nearly half
(46.7 percent) have doctorates. A large majority (84.4
percent) is employed in professionsl occupations. A
more extensive description of 156 of the present subjects
(those with IQs over 139) c&it be found in Subotnik,
Karp, and Morgan (1989).

This sample is clearly no more representative of
the entire gifted population of the country than is
Terman's, However, it is fairly typical of students iden-
tified as gifted in the New York City publicschools in the
1940s and the 19560s, and a study of these individuals
should further advance our knowledge of the aggregate,
pluralistic population of gifted children that still awaits
comprehensive study.

Instrumentation

Data for this study were gathered through the use
of a questionnaire developed by Subotnik. This instru-
ment was patterned as closely as possibie on the ques-
tionnaire used by Terman and Oden in the midlife
follow-up of their cohort, although some additional
items wereadded. Responsesto the questionnaire yielded
198 variables for analysis. The present study involved
only those variables that ralate tofactors in the subjects’
families of origin and those that could be construed as
indices of adult success (see table 1 for a list of vari-
ables).

Table 1

Variables Employed in the Present Analysis and
Their Values

Family-Background Variables
Valuse
Neoe or slight/
Good deal to extreme

Variables
Dégres &f Raball . Fatl

Degree of Rebellion against Mother

Degreo to Which Father Encouraged Independence
Dapvetnm mwm
Degreo to Which Mother Rasisted Independence
Feelings of Rejection by Father
Feelings of Rejectisn by Mother

Affection and Understanding from Father
Affection and Understanding from Mother

How Solicitous Was Pather?
How Solicitous Was Mother?
- How Self-Confident Was Father?
How Self-Confident Was Mother?
How Helpful Was Father?
How Helpful Was Mothar?
How Dominsering Was Father?
How Domineering Was Mother?
How Friendly Was Fathar?
How Friendly Was Mother?
Is Subject Becoming More Like the More like mothex/
Mother or the Father? More like father
Adult Accomplishment Variables
Variables Values
Degrees Exrned Doctorste/No doctorate
Income Above group mediay
Below group median
Degres to Which Subject Feels Fully/
He or She Lived Up to Less than fully
Intellectual Potential
Honors Received Some honorwy/No honors
Publications Some publicationy
No publicatisne
Crestive Work Some reported creativity/
No reported creativity
Procedure

e 89 .-

Asdescribedby Subomxk,Karp,ande-gan(lm
addresses were obtamed for 375 of the estimated 600
individuals who graduated from the Hunter College
Elementary School during the period of intarest. Om
pleted questionnaires were received from 230 individu-
als; only those for whom individual Stanford-Binet IQs
were available were included in this anal

Whereas Terman and Oden limited eh'amllyril
to subjects at the extremes of the accomplishment con-
tinuum, we explored relationships between family-of-
origin variables and accomplishment variables for the
entire cohort of 198 subjects. This was dictated by the
sample which, compared to that of Terman and
was relatively small with sharply skewed distributions
of some of the variables.

- variabics, denived from riaponses to the qucstion:
cess” v es, deriv responses to the
naire described above, were examined. Where neces-

sary, the response categories were collapsed in order to
famlitate data analysis. For example, moltufthea::;
tionnaire items were in the form of a five-point
scale with # neutral midpoint. These were reduced to
three-value variables, retaining the neutral value and
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combining the two lower and the two higher values.
Since the variables were categorical, chi-square
tests of significance were employed to test for relation-
Scoomplubmment. vasiables: Bollowing suggestions 1o
accom variables. o g suggestions in
the r*=earch literature (e.g., Shuster, 1980; Tomlinson-

: d"m & Little,-1990), separate-analyses were con-

: for male and female subjects.

o Altogetier, 252 tests were run. In some cases,
more than 20 percent of the cells in the contingency
tables had expected frequencies under five, thus invali-
dsting thetest. Where possible, Fisher's Exact test was
: s had to be discarded because of
tao many cells with Iow expected frequencies. Of the 210
validtests, 20(9.5 percent) were significant at or beyond

" the .05 level.

There is clearly a problem deriving from a higher
than desirable probability of Type I error when somany
tests are undertaken. A further complication derives
from the fact that the responses are correlated, thus
‘ruling out the use of a correction such as Bonferroni's
inequality. We are, therefore, presenting the following
results in a tentative manner, more as a basis for
¥ hﬁgmhypothmesforaddiﬁomlmmhthmasa

sfov

ization. However, given the importance

" of the issue of family-of-origin influences on the later

development of gifted children, and the growing body of
evidence suggesting that these influences operate dif-
ferentially for males and females, we believe that the
folémgdata are worth sharing, even with their limi-
tations.

~ Results
. Theresults will be presented here inrelationto the
research questions posed above.
Relationships Between Family Variables and
Adult Success

Tables 2 and 3 show the 20 cases in which there

‘was a significant relationship between a family-back-

ground variable and a self-report adult-success vari-
able. As can be seen, sonte outcome variables were more

frequently involved than others.
Table 2
Significant Relationships for Female Subjects
DEPENDENT INDEPENDENT DIRECTION OF
VARIABLE VARIABLE RELATIONSHIP
Degress Eamed  Affsction snd Under- Higher Degree with
standing: Mother Higher Affection &
Understanding
Income Encoursgement of Incoms above Madian with
Indspessdence: Father Stronger Encoursgemsnt
Income How Dominesring: Income above Madisn with
Fathey Modersts Domineering
Iosoms Hsw Frisadly: Income sbove Maedian with
Fathar Higher Friendliness
Henors Affaction and Unde, Honors with Higher Affec.
standing: Mother tion & Understending
Lived Up to How Dominsering: Fully Lived Up with
Potantial? Father Higher Dominoering
Publications Feelings of Rejoction No Publicstions with
by Mother Grestar Rejoctions
Publications How Solicitous: Fublications with
Mother Greater Solicitousness
Publications How Helpful Publications with High
Mother Leval of Helplamenoss; No
Publications with
o Modsrata Halpfuiness
RIC

¢

\
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Creative Work Hoaw Solicitous: Creativity with High
Mother Solicitousnass
Creative Work Becoming More Like Creativity with More
Fuather or Mother?
Lika Mother
Table 3
Significant Relationships for Male Subjects
\
DEPENDENT INDEFENDENT DIRECTION OF
VARIABLE VARIABLE RELATIONSHIP
Deprees Barned  Friondliness: Father ‘Higher Degreewith Lower
Frisndliness
Income Friendliness: Mother Incomsabove Madisn with
Moderste Friendliness
Publications Rebellion against No Publications with
Father Moaderats Robeilion
Publications Independence Rasisted  No Publications with
by Father Modearste Resistance
Puablications Affection and Undsr- No Publicstions with
standing: Father Modserate Affaction &
Understanding
Publications How Self-Confident: Publicstions with High
Father Self-Confidence; No
Publications with
Moderste Self-Confidence
Creative Rebellion againsgt Creativity with Greater
Work Mother Rabellion
Creative Indepsndence Reasisted  Crestivity with Grester
Work by Mother Resistancs
Creative Becoming More Like Creativity with More
Wark Fsther or Mother Like Mother

The variables of Income, Publications, and Cre-
ative Work accounted for 16 of the 20 significant rela-
tionships, with Publications accounting for 7. The rea-
sons for this pattern are obscure, although the prepon-
derance of doctorates and individuals who believed that
they had lived up to their intellectual potential probably
accounted for the paucity of relationships for Degrees
Eamed and Lived Up to Potential.

Focusing on the three outcome variables that ae-
counted forthe majority of significant relationships, one
can discern different patterns of relationship. For fe-
male subjects, earning an income above the group me-
dian was associated with having a father who encour-
aged independence, who was moderately domineering,
and who exhibited a high degree of friendliness. For
male subjects, earning an income above the group me-
dian was associated with moderate friendliness on the
part of the mother.

Publications was the accomplishment variable for
which there was the greatest number of significant
relationships with family background variables. For
female subjects, not having published was associated
with ing themotheras beingrejecting, whereas
having published was associated with high levels of
solicitousness and helpfulness on the part of the mother.
For male subjects, moderate levels of rebellion against
the father, resistance of independence by the father,
affection and understandin z from the father, andfather's
self-confidence were all associated with not having
published.

Finally, with respect to Creative Work, female
subjects reported at least one instance of adult creative
work was associated with solicitousness on the part of
the mother and with a belief that the subject was
becoming more like the mother than the father. For
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.. Creative Work, with one

male subjecta, at least one instance of reportad Creative
Work was associated with rebellion agninst themother,

Differences Between the Patterns for Male

Although the the number of ngniﬁuntmwiomh:p-
differed only marginally (11 for female subjects, 9 for
mdembjemxthmmdiﬁmtpnmdrdam

Scven of the nine relationshipe for the males
involved the outcome variables of Pubhmﬁm and

significant relationship each

for Degrees Earned and Income. For females, in addi-
tion to one significant relationship for Degrees Earned,
Honors Earned, sand Lived Up to Potential, there were
three significant fartheacmmp&mlmt
variable of income. As with the masles, the varisbles of
Publications and Creative Work showed an appreciable
number of significant relationships.
Same-Sex and Opposite-Sex Parent-Child
Influences

As can be seen in Tables 2 and 3, the three signifi-
cant relationshipe for Publications among the female
subjects involved the mother, and the four significant
relationships for Publications among the male subjects
involved the father. For female subjacts, the variable of

. .and Female

Income also was invoived in three significant relation-

ships. In each case, the {ather was the parent men-
tioned in the family-ba variable. For males,
the accomplishment variable of creativity was involved
in three significant relationships, with tho motherbeing
the salient parent in each case.

Discussion

The results presented above suggest, within the
limitations previously discussed, that family-of-origin
variables are related to, and may play s causal role in,
adult manifestations of success for individuals identi-
fied as intellectually gifted in childhood. The suggestion
of causality in the previous sentence is not derived so
much from these datas, from which inferences of cause
and effect cannot legitimately be drawn, but from the
literature on family-of-origin influences on children's
subsequent adult accomplishments. The present data,
therefore, lend some support to the conclusions of such
writers as Colangelo and Dettman (1983), who assert
that “achieversent and creativity seem to be relsted to
specific characteristics of parents and the home envi-
ronment” (p. 26).

Some interestingtentative findings are discernable
in the present data, and these are suggestive of future
resear.h directions, especially when viewed in the con-
text of sex differences for both parents and offspring. It
is interesting that the accomplishment variable most
often involved in significant relationships with family-
background variables (Publications) revealed same-sex
parent-child patterns in each of the seven instances.
Given the likelihood of Type I errors in this analysis, it
would be highly speculative to attempt to explain these
results. Nonectheless, there is a consistent patte. . “ere
that is difficult to attribute to chance. That writii.£ for
pubiication is related to having supportive mothers for
bright females and that not writing for publication is
related to having moderately supportive fathers for

1
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bright males is & conclusion that can be drawn from
these results only in the most tentative manner, but it

ables for female subjects and that the father was in- —
mmm@mwummmm
dm.mmmm:ww*
woarth in s male-dominatad world of work; ¢ 5
that would have been especially true in the 1950s, isno’

irrelevant in this context. Even with recent advances in

women's mmmmmammmmm

role the father plays-in-the for-and the =
yment of success among through- -

out life is worth in those areas

muﬁgaﬁngape&tﬂy _
in which girls and women have yet to achieve parity
with boys and men (see Eccles, 1885, for a particularly
cogent discussion of this issue).

The issue of creativity is raised here through the
self-repaﬂlcfadnlt(!maﬁww«k (admittedly vaguely

One interesting finding concerms thequesiion -
thataskedthemb}ecuwhethertheymbemms
more like their fathers or their mothers. For the entire
sampie only 31.9 percent of respondents reported that

more like their mothers. However,
mngthaewhompuﬁedthaethnyhadengagedm
some Creative Work as adults, 76.0 perventof themales .
and 45.0 percent of the females reported that they felt
they were becoming more like themr mothers.

This is the only family-of-origin variable that was
significantly related to the same outcome variable for
both sexes, and this tentative support for a
finding that has been reported by a number of writers
(o.g., Albert & Runco, 19868; MacKinnon, 1975; Roe,
19’75) ﬁmmthehnkageofmmmueﬁonm
traditionally “feminine” traita and characteristics, some-
thing that has been especisally noted among crestive
men. The fact that there was an association between
Creative Work and greater rebellion against the mother
and greater resistance to independence by the mother
for male subjects is also intriguing in this respect.

Limitations and Conclusions

Therearecertain limitationsinherentin themethod
employed in this study, some of which are discussed
above. One potential problem not discussed above
concerns the possibility that the items on the question-
naire from which the variables were derived could be
subject to varied interpretations by the respondents. If
this were the csse, there is no assurance thsat all of the
subjects were responding to the same instrument, since
there may be no clear shared ing among the
diverse subjects as to what the terms mean. Nonethe-
less, terms such as friendly, helpful, domineering, and
soon are hardly examples of esoteric jargon. These have
implicit meanings among literate adults that are prob-
ably rather congruent. Verifying that each subject is
deﬁnmgeachtemamdmgtoamgieshamdm
tic scheme is, at the least, highly problematic and
probably unnecessary.

Simil.ely, one might argue that self-report mea-
sures arel rugnt with the potential for error, especially
when mar 1 of the items require the subject to respond
to questious about conditions that occurred three de-
cades ago. Again, however, one could assert that such an
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argument both ignores the salience of persistent family
interactions whose character had many years to mani-
fest.themselves and overstates the reliability of alterna-

poctpmiﬁw&t inquiry
(see, crmmple, Borland, 1990) is replete with plan-
_..sible arguments that objectivity is neither attainable
nor desirable in research in education and psychol

= - that reslities aro multiple and consatructed, and that the

_reconstruction of these multiple subjective realities is

a—some would argue of inquiry in the human

the—goal
... sclenees(seeLincoln &Guba, 1985). Therefore, toargue
~that self-réport instruments only reflect subjects’ per-

ceptions of reality, perceptions that are inferior to those
imposed by an “objective” researcher, may be

- antologically and epistemologically indefensible. In any
embered,

case, the rem perceived childhood realities of
yesterday‘sgxﬁedchﬂdnenmmtmtheutmtemat,nor
is it probable that they are without influence. Their
study is likely to repay our effort.

To conclude, the results of the present study sug-

- gest. that there are relationships between family-of-

_ - m
- of IQ as children. Further, there are suggestions that

origin variables and self-report measures of adult suc-
individuals identified as gifted on the basis

there are different patterns of relationship for different
areas of achievement, that there are different patterns
for males and females, and that either the same-sex or
the opposzte-m parent may be the more influential

on the area of accomplishment under inves-
tigatior.. These are consistent with the still
somewhat exiguous research in this area, and they
point toward interesting and productive directions for
research in the future.
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THE ABC’s OF CCRRICULUM FOR GIFTED
FIVE-YEAR-OLDS:
ALPHABET, BLOCKS AND CHESS?
Susan J. H.- Kaplan, Teacher of Gifted Preprimary,

Creative Children’s Academy, Mount Praspect, Illinois

I am a teacher of ﬁve-year-olds and an outspoken

advocate of developmentally appropriate practices in
early childhood education. I feel fortunatetoteach inan

_independent school for-gifted children where wehave s

full-day and are able to write our own curricu-
lum, making periodic alterations as we see fit. When-
ever possible and suitable, I allow the children’s inter-
ests to drive the curriculum in my class. For instance,
when someone brings in a shell collection and others
seem interested, we might decide to study oceanogrs-
phy. Little dia I lmow that the day Erek brought his
miniature chess set to school, my pre-conceived notions

.. about developmentally appropriate curriculum were
- about to be altered,

Erekwasnccyetﬁm He, stongm&h sevemiother
students of mine, was too y for. He
opened up his little box and enthusiastically showed the
chess pieces to anyclassmate who happened by, Soon he
bounced over to me and said, “Mrs. Kaplan, can you
teach me and Daniel how to play cheas?”

One of the many articles [ enjoy reading and have
shared with many of the parents of my students is The
Importance of Play (Bettelheim, 1987). Init, the author
explains how crucial it is for young children to invent
their own rules for a game before aduits begin imposing
the “official” rules on them. Knowing this,  wasn't about
to push something at Erek and Daniel that would only
frustrate and confuse them. “They have the rest of their
lives to learn this complicated game,” I told myself. “Let
them play checkers!”

"Why don't you and Daniel play the game any way
you would like to play it?” | suggested. I thought that
would keep them satisfied.

About 10minutes later, Erek approsched me again,
rephrasing his question this time. “Mrs. Kaplan, do you
know how to play chess?”

“Yes, Erek, 1 know how to play chess,” | admitted.

*I have an idea,” said Erek. “Why don’t you teach
us the rules so we can play chess the right way?”

I finally promised to teach them a little bit about
the pieces and how they move on the board --no more. I
inwardly hoped that once they realized just how compli-
cated the whole thing was, they would give up this
ambitious notion and go back to something more appro-
priate, like the blocks. Please don't misunderstand:; I
was neither undcrestimating their intelligence, nor
trying to avoid teaching them something having educa-
tional merit. I simply thought it was too early to teach
four- and five-year-olds how to play chess. It seemed on
par with teaching them calculus: it was out of the
question.

I began by showing the chess board to Erek and
Daniel and introducing all the chess pieces, demon-
strating how each was able to move across the board.
Soon | saw a need for visual aids. I created small posters
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depiciing each piece and a diegram of its “home” on the
board and its movement acrosa it. As I discussed each
poster with the boys, we began moving our bodies acroas

therugthewayeachchess piecomovesacroswtheboard. -

looked like a 1ot of fun! Soor the entire class

was intevested miearninghowtophythisnewm It

wasn't long before I realized it wasa golden
to introduce lots of new vo words, such as
“vertical,” “horizontsl® and “diagonal” and use them in
a way that made sense and really mattered to the
children.

I thought with dread, “What on earth have I
begun?” Soon I was setting aside chonks of our Math
Explorers time to discuss chess with everyone in the

class. We decided that some of the pieces were “step-

pers” (pawns and kings) while others were “sliders’
(rooks, bishops and queens). The knight, with his L-
shaped movement, ended up in a categoryof hisown. It
became easy for the children to s¢e that the giieen was

the most powerful, because she could move almostany -

way she wanted.

Once we were thoroughly familiar with the move- -

ment of each piece, il seemed only fair that I should let
them have a chance to play the game. Children leam to
speak by speaking, learn to read by reading, and learn
to write by writing. Perhaps, I extrapolated, they will
learn to play chess simply by playing chess.
We kept our ized ns close by for
easy reference. It became ugeful for me to make several
L-shaped cut-outs that could be placed flat on the chess
board, while being pivoted and flipped back and forth to
show how the knight could move. After our first game
between classmates (Erek and Daniel, of course) ] was
surprised at how well they applied what they knew
about themovement of the pieces. They used nostrategy
because initially, we never discussed the object of the
game. They seemed to be content just to remember
whese turn it was, try to move correctly, and to capture
themostpxeces I told them that, since chess was a
“thinking game,” they should feel free to take as much
time as they needed to decide where to move, but that
once they took their hand off a piece, it was the other
person’s turn. Despite the rules, we thought it was a lot
friendlier to let our playing partner have a chance to
“take back” a move even after he had taken his hand off

of it.

Suddenly all my students wanted to play chess,
but we had only one set: Erek’s. I ran out to the discount
store and bought eight inexpensive chess seta, We took
all the components out of the boxes, stacked the boards
on the shelf and dumped all the pieces togsther in a big,
clear plastic container. This encouraged the children to
figure out how many pieces they would need of each
color and count them out before beginning a game.

As the children began to play regularly and as we
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-~ - became-a new and meaningful v

discussed the goal of the game, their own strategies
began to emerge. I told them that if they put someone’s
king in danger, they have to say, “Check” to wamn that

to move it or lose the game. Spectators would

ow"ihaax‘, *Are you sure you want to move thare?” or

- ‘““'Ch*é“di“iﬁﬁ' king; he's in danger,” or “If T take your
"~ _pawn, you can take my hishop so U'd better not do that!™

~ar‘Tmusing my pawnstobuild a stone wall tostop you.”

» 2=-ORd ed that, sincewesay ‘Check” tofetour
nt know his king is in danger, we should say

like “Quack” to let him know his queen is in
dangm- Weallthought it wasa creative and useful idea,

* Tt hécame evident that we needed to do a Iot of

h&ingehmtgnodaporﬂmamhip We decided that if

B ?‘we didn't end a game by shaking hands with cur oppo-

nent and saying, “Cood game. Want to play agsin
sometime?” that maybe this person would not want to
play chess with us any more. We also decided that when
someonie asks us to play cheas, we should really think

~ -about whether or not we are in the mood to be a good

sport. They knew it was perfectly okay to say that they
weren't in the mood. For a while I was giving out Good

Tl Sport Awards to anyone I'd sce shaking hands or hear

sgymg, "Good game. Let's play again sometime!”
- Wealsofound that we also needed to invent arule

. -for overly enthusiastic spectators. “You may watch, but

you may not touch the pieces or give advice.” w#'l{irg.i%«;;
.dny, s Kindergarten teacher from s public school who

our class, was L0 see several
éxﬁdmnsprswledoutmﬂm rug, playing chess. Just as

‘she was asking me whether or not they were actually
playing according to the rules, a child approached me
and said, “Mrs. Kaplan, I keep telling Chrissie I don't
need advice. She thinks my rook can move dmgonally
and Ikxtow it can only move horizontally and vertically.”
The visiting teacher was amazed. As I began to encour-
age Chrissie tofind a friend and start her own game, our
guest admitted to me that she had never learned howto
play chess. “You can watch our game,” the child in-
formed the teacher, “but we don’t need any advice.”

' ‘We continued to play chess and some of the chil-
dren emerged as formidable players. They especially
enjoyed playing a game with a teacher. I still remember
Daniel saying, “Mrs. Kaplan, I'll play you chess. Okay?”
Initially, my assistant teacher and I would play with
them just to help them remember what to do. Before
long we discovered that there were at least four children
in the class who not only needed very little advice but
could beat us on a regulsr basis. You can imagine the
confidence it gives a child to know that through his own
hard work and concentration he has become proficient
enough to compete with older children, even adults.

Atahoutt.hmnmelwasnppmachedbyaparent
of one of my cheas aficionados. “I don’t know what todo,”
she said. 'Mymlmtoplsydxesswithmyhusbamd,
but my son is starting to win and my husband is not
handling it well at all. It's likke having two five-year-olds
in the house. | hear my husbhand shouting, “Okay, Okay.
How about three out of five?”

At this time we had a chess club at our school
which was headed by cur middle school mathematics
teacher. Several of our children were interested in
joining, but they didn't meet the minimum age require-

ment. I asked the math teacher if he would be willing to
accept some of my students into his ciub. Now, he knew
we were learning how to play chess in cur class, but |
don't think he realized how well we had learmed the
game. Soon the new chess club members were not only
getting the opportiinity to play a Iot of cliess, they were
hecoming acquainted with children from every class in
our school. They were on a friendly, non-
physical level. It: was not unusual-to hear & middle
school student give an exuberant “Hi!” to one of his five-
year-old fellow chess club ?gembers. i

During the procsss of learning game, my
children learned a preat deal about mdathemstics, logic,
and spatial relationships. They leamned about thinking
hard and planning ahead. The lessons they learned
about good sportsmianship carried over into other areas
of their lives, They made many new friends and devel-
oped their interpersonal skills while their confidence
soared.

As it turns out, my gut level feeling about the
teaching of chess to four-and five-year-olds was wrong.
I'm sothankful that I didn’t follow my first impulse and

| hastilyshut the door tothis opportunity before our chess

playing adventures hads chance tobegin. This experi-
ence has taught me to remain flexible and open-minded
regarding what ought to be taught to young children. It
has also taught me to eontinue to stay in touch with my
children’s interests and to take advantage of their
natural curiosity and motivation tolearn.

Thave been, however, always afraid that ourmath
teacher would take me aside and ask why my children
periodically shout “quack” while they play.

References
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TEACHING THINKING EARLY

Anne B. Crobbe, Director of Tech Prep Executive L .
Washington Un{unfm St. Louis, Missouri
e cts - Future Problem So[n&u'ﬁwmm

Pat Hoelscher, Director of

Programs,

‘Washington University, St. Louis,-Missouri

Jimmy is in second grade. His house is about four
blocks from these}ml Onmeedays, he walks to school
days and en very cold days,
esfumtoscﬁool"mtfzecar None of
eﬁmmysschoalfnends live near his house, so he usually
walks home alone.

- Lately, threefourth-grade boys have been following
Jimmy when he walks home after school. They call him
names like “Baby”and "Dummy” and “Chicken.” Jimmy
i8 afraid of them be~ause they are bigger than he is. It
hurts his feelings when they call him names. He is also
afreid they will hit him and hurt 1im.

Jimmy has not told his motherand fatherabout the

*  boys. Onee he disobeyed the teacher on purpose, so he

‘would have to stay after school. He thought the boys

would begone when he watked home, but, no, there they

were waiting for him. When he did get home, his mother
was angry with him for being so late (Crabbe 1984)."

B Every day children face situations which require

them to consider many sides of an issue and make an
inforimed decision. Learning to think clearly and solve
problens is a life skill. Learning how to think (not what
tothink)is vitallyimportant forchildren. It is estimated
that knowledge doubles avery 10 years and the job that
a primary grade child may have after high school gradu-
ation may not even exist today. Children can not be
trained for the present. They must be trained to adapt
to the rapid changes that are eccurring in the world.
Learning how to think and make sound decisions are
skills that should be introduced in the early grades and
practiced throughout a child’s schoo} years.

Teaching students to think logically and creatively
and to solve problems, are skilis that can be taught
systematically. They are skills which adapt to both
school and life situations. Just as young children are
taught to tie their shoes and print their names, so also
can they be taught to think logically and creativoly.

The Future Problem Solving Program is a year-
long academic program which augments the regular
curriculum with challenging materials and adapts the
ereative problem solving process developed by Alex
Osborn and Sidney Parnes to current societal issues.
The six-step creative problem solving includes the fol-
lowing steps:

RESEARCHING THE TOPIC: gathering informa-
tion about the broad topic

BRAINSTORMING PROBLEMS: analyzing the
specific situation and listing as many of the problems as
possible that are related to that situation

IDENTIFYING THE UNDERLYING PROBLEM:
selecting a problem that, if solved, may also lead to the
solution of many of the other problems on the
brainstormed list;

BRAINSTORMING SOLU™
many possible solutions to the ur

'S: generating
4 ing problem;

SE' TING CRITERIA: several
possible c..teria by which to evaluate the alternative

- solutiens and selecting the five that seetn- most appro- -
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priate;

EVALUATINGSQLU‘HQNS.W theﬁvemte- ‘
ria to evaluate the ten most promising solutions
brainstormed in the fourth step;

DESCRIBING THE BEST SOLUTION: improv-
ing on the best solution and describing that solution
(Crabbe 1988).

Before any decision making can occur, information
must be gathered to provide an idea base about the
situation. Information can be gathered from talking to
others or from the variety of media sources which are
available. Forexample, children might be askedtotry

to find out the average bedtime of children in a particu-

lar grade level. The children might gather information
by asking every child in that grade about his bedtime, .
asking a few parents about the bedtimes of their chil- -
dren, and asking pedi about the average
times of children of that age. The children might com-
pare the bedtimes for two grade Ievels to see i
a difference (Crabbe 1990).

Brainstorming is a process used to generate ideas.
The four guidelines for are:

1. No Criticism. During brainstorming, all ideas
should be aceepted and recorded. No idea should beseen
as impossible or inappropriate er too trivial or too

anyﬁhmg

2. Freewheeling. Breinstormersshouldbe encour-
aged to freewheel, that is, tothink of the bizarre, off-the-
wall, even seemingly impracticsl ideas.
3. Quantity. One of the purposes of i
is to generate many ideas. Though themnltsmnyyielé
many unusable ideas, there will undoubtedly also be
many good ideas. Quality tends to accompany quantity.

4. Pi ing. Piggybacking, sometimes called
hitchhiking, is the practice of improving on another's
ideas or of combining ideas. Often someone else’s ideas
may trigger an idea by another person in the group.
Thus, brainstorming is a team sport (Crabbe 1990).

Some sample questions to involve students in
brainstorming include:

¢ How many things can you think of that are
green?

® What different uses can you think of for a gar-
bage bag and a drinking glass used together?

® What are all of the things you might give a
grandmother for her birthday?

¢ What games might you invent that use a clothes
hanger?

Finding a situation about which to brainstorm is
esasy. Situations exist all around us which can benefit
from new ideas. Have the children observe the school
cafeteria during lunchtime. Begin the observations be-
fore the line begins and continue until the last student
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o - - - From the list-of brainstormed problems; the-stu-

leaves the eafeteria. Ask students to braingtorm all of
the problems they can think of that are related to the

-~ gitiation. Then aak them to identify the problem from
.- their Jist. that they think is the most impartant one

(Crabbe-1990).

. denta, through discusgion, need to focuson one problem
~" «that problem which; if solvéd, would solve other prob-

_lems on their brainstormed list. Once a problem is

identified, the students brainstorm solutions to that
impartant problany, The following is a situation-ghout

: .-;whicb.m&ntsmaske&mbminsm'soluﬁnm

- - Onea s list of solutions has been brainstormed,
criteria must be developed to determine which is the

N ‘best solution. Criteria have sometimes been referred to

- - they

as "yardsticks for measuring ideas.” They might also be
identified as the reasons for making choices. Children
might be asked to name their favorite snack foods. Then
might be told that for one week they may only eat
only one of the snack foods they named. Then they will
need to make a choice and tell their reasons for making
that choice. The reasans they have given are actually

. exitexia,

T T arder to decide which solution is the best, the
. solutions must be ranked. The criteria can be used to do

. this. As an activity to learn to use criteria, the children

... could be told that they are to pretend that they can buy
" one new article of clothing. Their choices include a new
; . pair of shoes, a new t-shirt, a new pair of shorts, a new

pair of socks, or a new sweater. They should use the

- criterion: Which article of clothing will last the longest?

The article of clothing which they think will last the
Iongest will receive a 5 (because there are five options;
if there were eight options listed, the longest lasting
would receive an 8). The article of clothing which will
last the least amount of time will receive a 1, and the
other three articles of clothing will receive s 2, 3 or 4
depending on their durability. The ranking should be
cliggg)by children working together in a group (Crabbe

Practice Exercise:

Ask the children to brainstorm the names of tele-
vision shows that they like to watch. Then ask them to
pick out their five favorites. With those on the left side
of a grid, similar to the one that follows. The grid below
contains three su criteria to use in making a
choice as to which game should be played; you might
wish to substitute criteria of your own or the children’s.
Rank order the television shows sccording to each
antenna. Remember to use only one criterion at a time,
and to award the best fit a b (because there are five
choices) and the poorest fit according to a given criterion
a 1, with the other names falling in between.

After the television shows have been ranked ac-
cording to the criteria, add the numbers across the grid
and put them in the column called TOTAL. The televi-
sion show which receives the highest score is the “best”
television show --at least according to the criteria used.
Different criteria may result in a different “best” choice.

In describing the best, or highest ranking, solu-
tion, the students can improve the original idea by
adding to it elements of other solutions that they had
considered. The deseription is developed through dis-
%msion. Communication skills aremost important. Ideas
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need to be explained thoroughly eriough so that others,
who did net hear the group di ion, can understand
andhg;nvime&thatt&eideapmente&ismythe
best idea.

Which telavision sftow would be the
funniest? | moat sccsptebie most ‘
SOLUTIONS . to parents? educationsl? | Total
1.
2.
3.
4.
5.

The Future Problem Solving Program was begun
in 1974 when Dr. E. Paul Torrance was invited to work
with a groupof high school students in Athens, Georgia.
Dr. Torrance, well known for his work in creativity and
gifted education, was concerned about student’s lack of
creativity and interest in the future. Using the creative
problem solving process and issues focusing on the
future, students worked in groups of four.

The goals of the program focus on motivating
studentas to:

¢ think more creatively

e develop an active interest in the future

¢ improve communication skills (both oral and
written)

e solve problems using a six-step process

e work cooperatively with their teammates

¢ develop research skills

s think critically

The future is requiring that we train our students
for jobs which have yet to be identified. Therefore, the
skills of thinking eveatively, communicating effectively,
becoming self-directed and responsible persons, learn-
ing and practicing problem solving skills, working effec-
tively as a group, and integrating these skills into daily
lives become ever so important. Building these skills in
young children should lead to better problem solvers
and leaders in the future.

REFERENCES

Crabbe, A. (1984). Primary Division Handbook.
Future Problem Solving Program, Cedar Rapids, IA.

Crabbe, A. (1988). Coaches Guide to the Future
Problem Solving Program. Future Problem Solving
Progrum, Laurinburg, NC.

Crabbe, A. (1990). Primary Division Handbook.
Future Problem Soluving Program, Aberdeen, NC.

47



GREATER GIFTS THAN THESE
Susan Belgrad, Supervisor of Field Experiences, Roosevelt University, Chicago

As an early childhood educator who dabbles in the
_. histary of education, I have been aware for some time
that a man name¢ Withelm Froebel painstakingly cve-
special materials for the young child and
namedthem “gifts.” He chose this term because he
viewed his materials as capable of turning the complexi-
ties of the universe into activities to

- comprehensible
delight and infory the young and eager minds which

initeracted with them. In the earlier pait of this century,
kindergarten teachers regarded the “Froebel Gifts” as
the principal materials of the kindergarten curriculum.
Since becoming acquainted with the Froebel blocks
nearly ten years ago, [ have enjoyed rich

to share these materials with teachers and children, in
preschool through third-grade classrooms. Thmngh
these experiences,  have come to realize that appropri-
ate education through exploration of well-designed

. materials is a gift to which every child is entitled. In this
- article, I will share a part of my journey toward compre-

” hending the power of these materials.

One day during the winter of 1988, my son came to
me for help with his third-grade science workbook. For
this particular assj he was asked to complete
sentences which dealt with the sub;ectsofwork and
energy. Although he had read the science book and had
recsived direct instruction of the facts and information
in his text, he was very confused and certain that he had
o understanding of the concepts. After briefly glancing
at the page, | immediately thought of the second of the
Froebel Gifts, which my son and I had often “played”
with during the four years since we acquired them.
“David, you really do know how to answer these prob-
lems!” I exclaimed.

“I do?" he asked, looking at me incredulously.

“Yes,” I responded with certainty. “Let’s goget out
our Froebel Gifts. *

Together, we went to the shelf in his room where
the materials were stored. I directed him totake outthe
second of the Gifts. As he went to the shelf I felt very
pleased about the endless hours he had spent over the
years, playing with and exploring the multitude of
possible constructions and actions these replicated
materials snggested. I was esgerly anticipating an im-

“test” of Froebel's principal notion, that a child’s
early play with concrete objects provides the foundation
for him to form quite complex—even abstract—notions
of how things work.

My son removed the rectangular box with the
sliding cover which holds the thres maple “forms of
nature,” and two dowel rods and a grooved crossbar
which enable the “player/worker® to construct a plat-
form that will suspend the sphere, cube, and cylinder
that comprise Gift number two. Each of these forms is
ingenisusly fitted with small eyelets in strategic posi-
tions, to allow them to be intersected and threaded with
string for suspension from the cvossbar. They are also
pierced at strategic points, to facilitate insertion of the
small rods which intersect them.

“Let’s begin by looking at this problem together,”
guggested. We read the problems and then proceeded to

ke

mummmupmthebtodmbef@eu&hmm
of what one would use fo place & heavy

‘on & truck bed, we used the box lid as an inclined ™~

plane, toroll the eylinderonto thaboxtap. Toanswer the -

question as to how one would disladge a heavy crate
fmmxﬁspnmﬁononﬁg:eﬂm weagiéace&oﬁl‘mef&e
piercingstickathroughthecylinderandusedittopryup
the cube in s‘tew‘seﬁmﬁymmdﬂd—m
discoverthat he had used these actionsover and overin -
the mst,huthadngééenhﬁedthemmp&ammlwd
or their

g nature of these materials, to not only

?':3I‘hA-

ion ir: the “real world®
outside his playroom. I, too, was excited to see the

empowerin
unlock secrets of the mechanical world, but to give the

child an incredible feeling of mastery and com

petence.
My son looked up at me and asked, “Could [ learn

about everyt.hing this way?”
“Maybe so. We sure mﬂ&try

Astmckeéhmmeshe&thstmght,hew&
wistfully, “I wish you could come to school and showthe

Gifts to my teacher and friends. I bet they would like to
know that lesmingsciencecould besocinehy!” It wasan

excellent idea and I assured him that I would writea
note to his teacher and volunteer to biring the Gifta to. .

school during the next science lesson. Thenext morning,

we wrote a note to his teacher and he returned from -

school with an invitation for me to visit with my Froebel

and I had received gifts from these materials, but much
more lay shead.
The next afternoon, I prepared to take the Gifts to

'btacksthefoﬁmgaftemm}almdgfeltthatmxm .

my son’s school. Although I had extensive experience -

introducing the materials to preschool, kindergarten
and first-grade children, I was intrigued with the possi-
bilities they would provide for third-grade children. [
considered some age-appropriate ways to introducs the
children to how and why these materials were created,

but decided instead to let the children’s own interests

guide me.

As | arrived in the classroom, [ was pleased to see
that my visit had been prepared for and that the chil-
dren were esgerly awaiting the Gifts. The clasa science
lesson had the children reading about gravity, friction,
and force. Since my years of introducing the Froebel
materials to children had afforded me extraordinary
knowledge about the “mechanics of physics,” I knew to
begin by proposing that, when an object does not have
any type of force operating upon it, it is “centered” or “st
rest.” I suggested that even children can at times be
“centered.” To do this experiment, I explained to their
aroused curiosities, I would need them to seat them-
selves comfortably on the carpet and relax, while plac-
ing their entire focus upon the sphere which I dangled
from the second Gift apparatus. It was amazing to see
their excitement gradually become contained as they
watched me twist the sphere several times, until the
string from which it was suspended became bundled up
with tension. I quietly reminded them to watch the
action of the sphere and string until it was compleie. The
classroom of 23 childven fell silent as I released the
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spheve. It spun and dropped, increased velocity, paused
briefly, then reversed its direction and repeated the
. sequence. All eyes followed the sphere, while it seemed

_" that alf breathing
T T Minally, Tapoke. °T 4 now goingto eppxy a form of
~ force o the sphere. Waich what happens.” I lightly
touched the sphere intermittently for several seconds,
the to a-slow, steaéy hait. |
waited until the sphere had ceased moving and then
- said softly, “Like each of you, mysphere:snowcen
o tered-it is at rest, with all of its energy.
TWiththat, theik excitentenit was sgain unleashed and

£ e e g g e

"Were eager to communicate their observations and
: MMom To explore answers to their questions
about friction, we tried suspending the cube, and they
noticed that its spinning was more cumbersome than,
and did not last as long as, that of the sphere. They
understood that the friction of my finger was a force
which slowed the sphere, and that the force of gravity
pulled the tension from the string. One student noted
© that the spinning cube at the height of its velocity
. cxeated an ilusion of a cylinder. Through further dis-
= cussion, the ¢idas agieed that it was friction against the
mulut sides of the cube which caused its “ride” to be
slower and shorter than that of the sphere. | chanced an
- question as to what would happen if my cube
" wasleft spinning for hundreds of years: Would it stay s
.- --cube or-become ﬁke another form? The children volun-
te red hypotheses that it would eventually wear down
~to the shape of a sphere~—*just like all the planets!”
Now that they were hooked on these concepts, we
moved on to the operations which David and 1 had
practiced. The hour passed quickly and the time arrived
- for my departure. The children were disappointed that
we had to stop, so I made arrangements to leave the
Gifts behind and to send the remaining materisls to
their teacher. | left the classroom fecling exhilarated,
with eoncrete affirmation of my belief that children

require hands-on activities to unlock their powers of
exploration, discovery and knowledge acquisition. My
son returned home that afternoon with an even greater
giftforme.mtheformef‘lemwnr Belgrad. “ They
were—and “still are——charming, poignant reminders
that we must treasure children’s mm suriosity and
inner drive to katow, and that learning is truly a gift
which we must give to one another.

Anoﬁ:ergiﬁwhieh I have carried forward from
this experience is the knowledge that learning is a
natural occurrence for children. Weneed torespect this
inkerent ability by Sreating sniabling eXp _
common objects and cecurrences in the kome andschool.
Children can later transpose the information gathered
from these experiences, and apply it to their particular
environments. Rather than diminish and burden their
spirits of inquiry and their natural love of learning by
imposing abstract and repvesentational information,
we need to choose dynamic, Liiree-dimensional leaming
experiences as a first option and gatewsy to learning.

The following are selections from the children’s
heartfelt expressions of gratitude for my bringing to
them the simple experience of the Froebel Gifts.

Dear Ms. Belgrad: We loved it when you cametoour
class. We learned scne new things. When can we play
with the objects? We hope you come back soon.... Sin-
cerely, C. E., The new kid.

Dear Mrs, Belgrad: It was a pleasitre having yot.
You areavery interesting person. Thanks to you I might
get a hundred on my test. Yotir friend truly, M. W.

Dear Mrs. Belgrad: Thank you for ~oming to our
class. We learned glot from you. I wus glad you came
because I didn’t knou the answers to my work book.
Sincerely, P.

Dear Mrs. Belgrad: Thank you for coming to our
;:::ss. ;) wg’sgfad to see that grownups play with toys too.

ve, P. W.

CREATING A NURTURING

CLASSROOM ENVIRONMENT

Laura Requarth, First Grade Teacher, Crystal Lake,
Cofounder of Long Grove Country School, Long Grove, Illinois

Enthusiasm, and joy which characterize childhood
are priceless, bringing with them an unbounded imagi-
nation and curiosity. As parents and educators, we
desiretograsp this valuable time for each of the children
in our care, and send them “flying.” What a challenge
and responsibility we have toenable each youngmind to
reach its potential. Our dream is that they will find joy
in their world, discover a purpose for their existence,
hold on to all that is lovely and deserves praise, and be
ready to handle whatever comes their way. The gues-
tion is, what can we do to make this dream come true?

Anenriching and nurturing environment isneeded
for our children. Kindness, appreciation, and encour-
agement must also be an integral part of the leaming
process. A challenging academic environment, where
children are encouraged to share their ideas, and feel-

u , is indeed a special place for expanding minds.
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Children who are confident of taeir value and worth,

and who are encircled by earing adults and peers, canbe
comfortable in speaking out and sharing their personal
thoughts and feelings.

Highlighting individual strengths is beneficial in
building the spirit and character of children and effec-
tive in drawing out their special qualities. Attention
should be given to the child who is exceptionally lcind or
helpful, as well as to the child with amazing skills in
math, physical education, creativity, reading, acting, or
art.

Responsible learning means even young children
take ownership of their learning by contributing mate-
rials to the projects and actxﬂnesmwhxdxtheymke
part. This may involve bringing in a bag of something
interesting to smell forssenseslessonorahagof
macaroni for an advanced counting lesson by hundreds
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timefor improm
each day as situations arise. Many of the most impor-
hildren

' compassion for their views,

and thousands,

Lessons from lifs offer opportunities to develop
relational skills. A sensitive parent or teacher allows
ptu discussions and discoveries during
tant lessons preschocl and TRarten

through their their intarnctions.aas tliey are playing and
*warking” together. A teacher who i tuned in to what
~-thi-shildren are sharing with ons another can interact
in a way that encourages children to think through
anticipateconsequences, andsolve problems

ing from how you could communicate to some-

they won't listen to you, to what to do if a fire

- 'mumthehhhm

Afirm{oundation in the education of a young child
needs tobe carefully prepared so that it remainsfocused
on that. which is most important in the overall picture.
The following areas will best prepare children for pur-

poseful living:
VALUES FOR LIVING
i és Appreciating and respecting leaders, family and
en
2, Seeingthmugh theeyesofeﬂxemandh&ving
growing in sensitivity, ac-

ceptance, and concern for their well-being

3. Developing skills in building relationships and
communicating effectively

4. Pursing and espressing positive attitudes,
thoughts, and actions

5 U worth and value

6. Recognizing and developing unique individusl
abimies and sharing them freely with others

7. Building confidence and enjoying self-expres-

sion

8. Channeling energies, developing self-disciptine
with a realization of natural consequences

9. Establishing goals, and implementing plans

10. Handling stress caused by frustrstions, prob-
fems, and mistakes

11. Accepting mponmbmty and meeting dead-
lines, developing an awareness of standards and obliga-
tions in life

12. Making effective use of time

13. Becoming mdependenﬁinleaming developing
an inward motivation to pursue learning

A caring classroom can be developed by d&mssmg

values for Imng through brainstorming games and
activities that encourage the evaluation of mnsequencm
for the choices childven make. For Valentine’s Day, 1
bring s stuffed and a penguin bag full of
mystery situations enclosed in individual heart bags.
Children are instructed that, aithough penguins have
swimming and waddling school in the South Pole, young

penguins are sent to our school for kindness lessons.
Whensehﬂdholdsthesmﬁ‘edpenguin itishisherturn
to explain to the penguin a solution for one of the
mystery situations. The following mystery situations
could be used: What they would do if...a friend was
bessing you, a friend didn't want to be your friend today,
or a friend broke your toy?

The following includes some of my favorite class-
room activities that encourage children to think about
who they are and how they are special:

1. With younger students, “Pack Your Own Suit-
case” creates an adventure where children pretend that

parents: :
~him.of how he is loved, &
smdmkmjeyw wordsto

they are taking a trip into spece and are allowed one

suitcase full of treasures. Each week the assigned
student brings in their suitcase packed with favorite

things, games to plsy, stuffad snimats, collections, snd
demmmﬂm
mmmmmng

2. Younger

daaibea&imdmdhaﬁngtheirimmﬁmmﬁh

tabs to stick on their friend’s outfit for the dsy. How
special a child fecla walking arcund with words to

announce tat e io kind, tute, & great builder, s good -

“cleaner-upper,” a nice hugger, and & precty singer!

. 8 &mnrystudenﬁsenjoymnkﬁgmfmy
pins out of yan pompons with
the popular story about warm fuzzies, and then writing
*‘warm fuzzies” which are kind compliments and mes-

to each other. These notes of encouragement sre

movesble eyes, hearing

sages
placed in a little mailbox, and the mesaages ave deliv-

emdforaspeaa!mdmgnme.

4. With older primary students, designing an

“inside/outside box” can be a thought-
ence,
Instructions might read as follows:

We can't wait to hesr about the real you! Your
mission is to design an inside/outside box that is deco-
n. ..dtotell usabout the real you that wemight not have
met yet.

Fill the outside with magazine pictures, drawings,

when an autobiography is induéd. A

i

or photographs showing things about you - what you -

like to do, places where you like to go, things you like t
eat.
Fill the inside with words or phrases that reflect
what you are like inside -- your dreams, your thoughts,
your feelings about things, your
Don't forget to include your autobiogmphy ingide.

Include some of the exciting, frightening, unusual, or |

funny situations that you have encountered. Alsowrite

sbout your dreams for your future. Please rememberto
mnmmmmmmmed:ﬂmmmm
encount. “ed, and let us know if these experiences
changed the way you looked at things. Be honest with
what happened, while writing in a fashion that will keep
us interested.

5. Older primary students enjoy writing “cheerful
charmers® which are sincere, supportive complir_ ants
t. class members written on paper bordered with a
snake. These notes are shared with the group. Each
child has a “charming packet” that includes a class
checklist to keep track of who has been written to, so
everyone is equally encouraged.

At the end of the year, it has become a tradition ¢o
glvesmpledawardstoeaehchﬂéfaenmmsew
her uniqueness. Some of these awards have included:
The Research Rascal (The Leaping Librarian Award),
Mr. Math Book Muncher, The Amelia Bedelia Good
Helper Award, The Curious George Award, Mr, Deter-
mined Detective, The Darling Diplomat (The Patient
Peacemaker Award), Ms. Fix-It (The Expert Enginecer
Award), Mr. Quick Feet (The Quick as a Cricket Award},
The Terrific Transformer (The “Wait-I've-Got-a-Better-
Idea!” Award), Tigger the Thr'adering Thinker Award,
the Workbook Wonderwoman Award, and The “You've
Come s Long Way Baby” Award.
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Reading and Writing
Encouraging cvestive is a motivating
. mfarchikkmtokmtomd. Writing about pre-
M kindergarten artistic or constructive are-
?mehﬂmtﬂ; the value oi'virordéul Kindergart-
“Rersenjoy copying thetéachér’s writing that represents
- m““‘m raticing Tovding tha samiences and
. sen
et gt compoée individaally or as a group. Group
mmhemﬁtenanhnedehmformwand
reading together. Copies can be made so children can
. .MMWNMmmMA&hm
~ I word aind setiteinds boxes mads from alioe boxes,

- ¢hildrén can collect pictures of the words they want to
. . know or of the sentences they create about their pic-

T tures.” Ol catalogs and National Geographic maga-
" zines hold a treasure of interesting pictures for the
occasion.

Art projects are terrific springboards for young
writers. Big books can be made by writing children’s

" jdeas down in large print as they sit close by, sharing

thoughts about their illustrations. Older primary stu-
. dents can write their own stories that they file in their

- - wiiting warkahop folders.

: literature provides great momentum

for a child’s desire to read and write, and itlaysthe
~ foundstion in language skills and creative expression
that is necessary for successful reading and writing.

... Whenthe lives of authore are studied, children learn te

relate to them as real people, and they cateh a glimpse
of the patential for their own achievement someday.

I ususlly have a large collection of books from my
local library available in the classroom. By selecting
bocks from several authors with varied styles, the
children have the opportunity to compare the tech-
niques of different authors and illustrators. Reading
outstanding literature encoursgesthe developmentof a
child’s own unique style of communicating. A fow of my
favorite authors include: Ezra Jack Keats, Hobert
Krauss, James Stevenson, Dr. Seuss, Steven Kellog,
Jack Kent, Tomie DePaola, Tana Hoban, Shel Silverstein,

i Hillert, Judi Barnett, Leo Lionni, Brian
Wildsmith, Quentin Blake, Ann Donegan Johnson, Lorna
Balian, Carol Greene, Eric Carle, and Joanne
Marxhausen.

Providing choices is an important part of continu-
ally stretching young minds. Giving children “choices
within my choices” provides a structure for instruction,
while at the same time providing an avenue for creativ-

To learn food words in a first-grade classroom,
children can design restaurants with special features
that are sure to attract customers and create delicious
menus that are drawn on paper plates. Each child
writes about his restaurant’sunique features and prints
out the meun for their customers to read about under
their sample plate of food. Older primary students may
enjoy having many different options to choose from for
their “Book Beast Binges"(book reports).

The following choices might be included:

CARTOON CAPTIONS - Creste a cartoon for a
chapter or section of your book. Your goal is to convinece
someone to keep on reading. Give a clue to the ongoing

(A

BOOK COMIELCIAL - Plan to advurtise yuur
book by preparing « :a¢ ~» or TV cimpercial. This
ebmﬂdmclu&sew by § wle, slog: 3, simple song, or
dialogue. Write thi» in e ript form.

CHARACTER J'&’ .Y - Write sample pages from
the diary of one of the r.in chiaractars, focusing on two
 events that took place. Writs their reactions

“to the situations.

POSTER AD - Design a colorful and visually ap-
peaiing ad that is sure to sell your book. Describe the
highlighta of your book in a creative fashion, with art
work included.

_._TAKE A STAND - If your book discusses a contro-
versial issue, write a convincing statement (several
paragraphs) to support your personal beliefs. Explain
slearly why you believe the way you do,

LETTERTOTHEAUTHOR- Tell the author what
you liked about the book you read and share your ideas
gi;;hat you might have changed had you written the

TRIVIATRACK DOWN - List at least six interest-

ingfactsth;:g;ulemedﬁomyourmading Be specific
S.

PEWSPAPERCRMQUE Write a column forthe
newspaper giving potential readers a synopsis of the
story line, a description of your favorite part, your
opinion as to whom it would most appeal, and your
reactions (if you like it or no, and why).

CHOOSE YOUR OWN ENDING - Write a new
ending to the book telling what you would like to have
seen happen.

POEM - Write s poem to capture the main i ea of
the story, focusing on the lessons that can be learried or
ideas that can be pondered.

FRIiENDSHIP FILE - Analyze the characters or
people that you read about in tenns of their strengths,
weaknesses, and interests. Tell us whatkind of a firiend
they might be. Would you want to invest in' their
friendship?

A BRIGHT IDEA - Think up another was' you
would like to write about the book you read and have
your option approved by your teacher.

Creative and critical thinking are essential tools
that stretch imaginations, develop problem solving s kills
and heighten the awareness of how our actions wffect
others. An adult who displays sincere enthusiasin for
research and discovery, will watch the effect it will have
as a springboard for productivity with children. -

An amused mind is a mind set in motion, ready to
produce new ideas and find solutions. As Plato once
said, “Do not then train you: ™ ‘o learning by force and
harshness, but lead them = 1. by what amuses their
minds so that you may disc -er the peculiar bent of the
genius of each.” By amusing young minds, we discover
the unique abilities each child possesses.
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EDUCATION OF YOUNG GIFTED CHILDREN

Peggy L. Snowden, Inatructor at Southeast Missouri State University, Cape Girardeau, Missouri

Designing and appropriate education

knowledge in the
areas of both early childhood and gifted education.
Thesechildren have special needs that cannot bemetin
regular preschool programs or primary classrooms.
Gifted young children will find the instructional activi-
ties in such unch ‘because they are

.. designed to meet the needs of the average child. Pro-

gramming for gifted young children does not imply rote
learning, repetitive drills, or isolated skills taught with
workbooks and flash cards. It does not imply that gifted
children should be gwen no direction or instruction or
allowed to play “games” all day. It does imply learning
through positive interaction and free exploration of self-
selected materials and activities. In gifted education,
content, process, and product are >qual components.
Gifted young children must be identified in order
to be anpropriately served. Identification measures in-

“clude individual standardized intelligence tests, such as

the Wechsler Preschool and Primary Scale of Intelli-
gence, biographical data (case study), parent nomina-
tion, professional judgment, formal and informal obser-
vation, performance tests, work samples, checklisi-,
and rating scales.

There are many problems concerning the educa-
tion of young gifted children. The major problem is that
there aretoo few programs specifically designed toserve
these children. lackofappmpnateteadxermmmgrs
largely to blame. Most early childhood teachers do not
have the training to enable them to appropriately chal-
lenge these bright children. Teachers of older gifted
children do not neceasarily know how to adapt their
instructional techniques to meet the needs of younger
gifted children. Providing information about gifted young
children to the general public and teachers is one way to
mitigate these problems. Knowledge and understand-
ing supply the means by which young gifted children are
given maximum opportunity to live upto their potential.

This paper provides a basis for understanding
young children and gifted children. Included is a review
of the historical backgrounds of developmentally appro-
priate practice for young children and gifted education.
Also covered are the general age characteristica of
young children and specific qualities that indicate gift-
edness. Finally, there is a chart that shows how a
program can be designed to meet the needs of a young
child who is identified as gifted.

DEVELOPMENTALLY APPROPRIATE
PRACTICE

Social Need for Quality Early Childhood
Programs

Foster (1967) suggesta that the goals of any educa-
tional program must be established before the program
is begun, and a theoretical basis selected to aid in
establishing program goals. Foster urges educators to
carefully consider the appropriate approach to be used
in educating young children in our democratic society.

Hemncludesbymggmungthatthenwﬁlbea compre-
hensiveoverhaul of nursery-kindergarten-
cation” (p. 13) if educators allow their attention to be
focused on important matters.

Schweinhart and Weikart (1985) suggest that su-

perior quality preschool programs will have immediate
resuits as well as- positive effects on both

individualsandsociety. Schweinhart, ot al. (108%)docu: -

ment these benefits as reduced costs of later education,
improved earnings potential, and “decreased costs for
welfare assistance and crime” (p. 552). The authors
emphasize that only quality programs will produce the
desired results, This quality comes from such ingredi-
ents as “parent involvement, programmatic leadership...,
enthusiastic teachers, articulated cumculum. . ., and
sound in-service training programs,” along with feed-
back and cvaluation (p. 553).

Bronfenbrenner (1985) warned about the
“unravelling of the social fabric that sustains and con-
nects the child's three worlds of school, family, and
community’ (p. 10). He predicted dire consequences
unless we provide places where children are kept safe in
a8 warm and responsive atmosphere that fosters lan-
guage development, social skills, and cognitive growth.
Young children are fragile. If they are not provided with
compassionate care and quality early education, there
will be catastrophic, overwhelming, and perhaps irre-
versible effects on children and society. Statisties re-
cently putlished by the Children’s Defense Fund (1991)
show that this situation is already prevalent. Oneof the
chief messages of the document is that America lags
behind other industrialized nations in caring for chil-
dren. One way to counteract this child care gap is to
provide superior early childhood programs based on
knowledge of how young children learn. Developmen-
tally appropriate practice , the cormerstone of excel-
lence in early childhood programs.

Background

Developmentally appropriate practice as policy for
the design of early childhood programs is derived from
the work and expertise of resesrchers, program direc-
tors, parents, and teachers. The largest professional
organization in the field, the Natioral Association for
the Education of Young Children, published its position
statement on Developmentally Appropriate Practice in
1987. The writers of this document relied on the work of
past and present researchers and practitionars who
have made major contributions to our present knowl-
edge base. This document is thus the springboard for the
major and comprehensive overhaul that Foster (1967)
predicted 25 years ago.
Definition

The concept of Developmentally Appropriate Prac-
tice has “two dimensions: age appropriateness and indi-
vidual appropriateness” (Bredekamp, 1987, p. 2). Age
appropriateness assumes orderly progressions of growth
that are universal; that is, all humans go through the
sequences in a predictable fashion. The domains of
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developmental sequence are the physical, emotional,
cognitive, and social. One domain frequentiy overlooked,
but relsvant to education of gifted youngsters (ss xt

. mammmmaanmmmm
M_Qiark_(lm calls the “intuitive domain,” which :s

-

- sctavxty’(m M'l‘hesewquenmamthepmdxgmby
_ . which teachers

involved in initiating of insightful scts and in creative
can plan experiences within the learn-

= “mvhmment. Individual sppropristeness

~quential
-a product of the interaction between his nature and

recognizes

that, within these sequences, each child is unique.
There are variations in pattern and timing of the se-
progression through stages. Each child is also

nurture, and possesses singular, distinctive, and vary-

N ms‘leveis of growth, strengths, experiences, and inter-

'Amaordetermmmtefpmgram quality is the
extent to which knowledge of child development is
applied in program practices” (Bredekamp, 1987, p. 1).
This knowledge base is the result of years, indeed

"~ centuries, of work by theoreticians, researchers, and
_ practitioners. The recognition of the relationship be-

© o tween’ program design and implementation and re-
- searchiis the proper basis for the design. Thisisboth the
- policy statement and major goal of Developmentally

Appropriate Practice. The content of a program (cur-
riculum), and the experiences, setting, and instruc-
.tumal met.hodology fashioned for the children will flow
nati from theories of 1 . Thus, a program
will have a solid foundation 5.3 framework, as well as

~ attainable goals, rather than a haphazard design and

unclear or unattainable goals.
-Someof themost important theories of learning for

 early childhood education and giftad early childhood

education are those of Jean Piaget and Jerome Bruner
(Cognitive Development), Lawrence Kohlberg (Moral
Development), Erik Erikson (Psychosocial Develop-
ment), Ivan Pavlov (Classical Conditioning Theory of
Learning), B. F. Skinner (Operant Conditioning Theory
of Learning), Alber! Bandura (Social Learning Theory),
Carl R Rogers and Abraham Maslow (Humanistic De-
velopmental Theori2s), J. P. Guilford and Paul Torrance
(Creativity), J. 8. Renzulli and Barbara Clark (Gifted
Education). These theories all have general constructs
and implications for the educational environment of
young children; each also hds unique strengths and
wealkmnesses.

HISTORICAL BACKGROUND

Developmentally Appropriate Practice

Several theories and philosophies have contrib-
uted to and “furthered our understanding about child
development” (Peck, McCaig, & Sapp, 1988, p. vii). A
number of theories have provided a basis for curriculum
designs and program instructional methods. As we
learn more, programs and methods oncc used exten-
sively in the past have fallen from favor. There is one
method that is as appropriate for young children today
as it was in the past. Itmtbemnceptofplayasthe work
of young ehxldren. Frederic Froebel (1782-1852), called
the “Father of , recognized the impact of
play on learning. Firoebel's phﬂosophy of education was
strongly influenced by others, including Rousseau,
Pestalozzi, and Herbart, who were themselves influ-

e B2 e

enced by other great thinkers and writers. Montessori,
Piaget, and Gesell incorporated Froebel's and
beliefs into their philosophies of education. Many of
Froebel's tenets are still held today, while others have
been generally rejected or modified. Froehel wasa stage
theorist and believed that the preeminent activity of the
childhood stage-isplay. He entered a plea for the use of
purposaful play in the education of children believing
that, if ou! phy is to-have value, it must not be
pointless; Employment of materials requiring orderly
sequence 'in the feelings engendered and in the activi-
ttes exercised, affects the autcome of play-directed be-
havior.-This is similar to Montessori's concept of the

prepared envirenment, which is an environment in
which children interact with materials given them for
specific purposes and where the children are free to
educate themselves. Self-educaticn huappens because
the child is actively involved and exercises freedom of
choice (Morrison, 1876). The child as both teacher and
learner found its culmination in open education and
“free schools® in the late 1960's and early 1970's.

The notion of play correlates with the view of
Piaget and others that learning involves both interac-
tion and construction (Labinowicz, 1880). The child
constructs knowledge, or mental frameworks, through
the process of purpeseful interaction with his world.
Thus, the job of a teacher (at home and at school), is
“building upon a natural process of development rather
than forcing strange or alien tasks on the child”
(Moursund, 1376, p. 131).

Adults have created an unnatural distinction be-
tween work and play in young children. Young children
donot “play orwork, they simply do; they experience and
learn” (Hein, 1973, p. 9). This artificial distinction,
which begins early in school and becomes, almost with-
out exception, the rule by second grade, produces aber-
rant learning rather than legitimate learning. Humans
are natural learners. Subversion of this spontaneous,
instinctive, and intuitive drive oecurs when children are
not allowed to Jearn in an appropriate and individualis-
tic manner. Froebel recognized this, as have others who
came before and after him. Many have considered edu-
cation to be a process of creative self-development that
comes from an inner drive and spontaneous self-activ-
ity. Learners “do”; there is no separation of doing,
playing, and working

Other concepta are also important. Froebel, Piaget,
and Dewey believed that a child truly develops only
when actively creating, that the child must learn by
doing, and that development unfolds according to a
predetermined pattern or sequence with well marked
stages. Piaget and Gesell emphasized the principle of
continuity of development, stressing that strengths at
each stage must be reinforeced. Otherwise, difficulties
created will be impossible to rectify later. Many psy-
chologists and educators today, such as David Elkind,
are warning about the dangers of trying to hurry chil-
dren through life. Froebel, Piaget, and Montessori all
agreed that education should adaptto the pupil’snature
and needs, and should enlist the pupil’s cooperation.
This concept is a basis for today’s special education and
the individualized education program. Froebel, Piaget,
and Vygotsky all dealt with the development of lan-
guage, although there are differences in the order and
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importance each sssigns to language learning. Froebel

e S
t a

when the child is ready for it and needs it; however,

Frodbel belisved that readiness is a condition of the

educition, and humanistic

.open'education, progressive
education. He believed that the aim of the teacher is to

see that the child’s development is in accord with the
original and logical course of human development. The

- ideédl-education, in-his -opinion, is passive and non-

 interfering. He believed that most failures in education
- stem from

neglecting or preventing the development, of
each child's personality. Arbitrary and willfal interfer-
ence with the child's development will cause a distortion
of the child’s inner nature. Finally, Froebel perceived
the significance of socialization as a basic principle of
. This perception has had a major impact on
today’s pohcy of developmentally appropriate practice.
Gifted Education
" Gifted education also has historical roots. An ex-
ample is the Terman Study (1925), a longitudinal study
of the mental and physical traita of gifted children. A
narrow definition of giftedness, that of high IQ alone,
was the basis for inclusion in Terman's study. Since his
study, researchers have found evidence of multiple
intelligences. The saven intelligetices include logical-
mathematical, linguistic, musical, spatial, bodily-kin-
esthetic, interpersonal, and intrapemnal (Gardner &
Hatch, 1989). The definition suggestad by Renzulli,
Reis, & Smith (1981) includes high ability, high creativ-
ity, and high task commitment. Guilford (1976) in-
cludes, as does Torrance (1976), four components in the
definition of creativity. These are: (1) fluent thinking:
eration of 8 number of relevant thoughts and ideas;
?enﬂe.ﬂbmty- variety of kinds of ideas and ability to shift
categories; (3) original thinking: to think in novel or
unique ways to produce unusual, clever, and not obvious
responses; and (4) elaborate thinking: to stretch or
expand on ideas, to embroider and embellish thoughis
and add to properties of vujects.

Lack of money, lack of a federal mandate for gifted
programs, and the often encountered resentment to-
ward those labeled gifted, are serious problems, as isthe
lack of teacher training. Many early childhood teachers
are unprepared to meet the challenges presented by a
precocious youngster in 8 regular classroom. Teachers
trained to provide instruction for older primary grade
gifted children are perplexed when confronted with a
very young child who can discuss quasars and name and
describe almost every kind of dinosaur, but who has
trouble holding a pencil! An integrated approach is
necessary for those who teach young gifled children.

EDUCATION OF GIFTED YOUNG
CHILDREN: AN INTEGRATED APPROACH

Education of gifted young children requires an
interdisciplinary, consolidated approach that unites
principles of Developmentally Appropriate Practice with
concepts and practices of individualized instruction. As
Smutny and Blocksom (1990, p. 32) state, “Gifted edu-
cation for preschoolers should be firmly grounded in the

programs specifically
mmm it is noceszary for the aducatorto know
charactaristics of

PteRng ARehraedy s

o semes mmﬂmmmwma‘

differentisted

curricalum, and ,
struction must be essentially different from the curricu-

lum and instruction in the resuhrdm(!m:.

gmted. The educstor must also be ¢ of the

e\uﬂe\ﬂmrequhmentsofﬂmwhmlmmdm

state.
There is basi: information that is applicsble to
young children and gifted children. The section below,
BehauiorChcmctemﬂa of Young Children, lists be-
haviors ofynungd:ﬂdrenby age group. The next sec-
tion, Theories of lists relevant theories of
learning applied first to young children and then gifted
children. These areecumenical characteristics and indi-
viduat variations will occur. The Relevant Educational

Components lists provide a synthesis of specificcharac- - -

teristics, general curviculum components, specific in-
structional guidelines, the teacher’'srole, and charscter-
are side-by-side, to demonstrate the be-
tween educating young children and gifted young chil-
dren. Theside-by-side structure facilitates analywis and
evajuation, Thereare two cautions about the lista: () the
lists are meant to be cross-referenced and there are
many items that belongon both listg, and (2) thelists are
not all-inclusive, although major features are included.

BREHAVIOR CHARACTERISTICS OF
YOUNG CHILDREN

Four-year-old Children

Afour-year-old is exuberant and has an expanding
sense of self that shows up in bragging and boasting.
This child is developing a strong sense of family and
home and has a great pride in mother. There is a lot of
boasting about the parents. This sense of family shows
up as a conviction that the family’s way of doing thmgs
is the right way and the only way. A four-year-old is
selfish, rough, and impatient, especially with younger
siblings, and is a nuisance to older siblings. There is a
great deal of tattling.

Afour-year-old is very conversational with friends,
enjoys silly 1 and tells very tall tales with little
basis in fact. mmmepeakapforhnmnaﬁ\re
verbalization, and this age has treuble distinguizhing
between reality and fiction. Four-year-olds love to see
their names in print and they love money.

Five-year-old Children

A five-year-old is less effervescent; the greatest
desire in life is to be good. A five-year-old exhibits
obvious signs of maturing and is usually healthier due
to a more highly developed immune system. Home and
closeness to mom mean a great deal to a five-year-old, as
indicated by a desire to be near mother, helping her and
talking with her. A child of five tends to confine or
restrict activities and kindergsarten can provide needed
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sxpansion. A child this age wants to be tald what to do,
warnts to obey, and want~, to help. Five-year-clds antici-
pate the time when they can go to kindergarten, as long
asthey know that their moms will be at home waiting for
them to return from school.

High noise levels, large groups of people, and
massive cbjects can make a five-year-old feel engulfed.
Thus, five-year-old children can feel overwhelmed by
public transportation, where they are likely to be con-
fronted by all of these factors. A five-year-cld isready for
group activities and the intellectual challenges that
school can offer. At this age, the child is aware of new
words and will ask their meanings, listens well and
wants to carry out instructions. A five-year-old may
appear shy with strangers in a learning situatien, even
- tothe point of refusing to answer questions. A five-year-
old is not as beastful as a four-year-old and will eccept
limitations on abilities. Knowledge of letters and writ-
ing style is highly variable. The five-year-old prefeis
gross motor activity when outdoors. Indoors, a five-
year-old prefers to play with toys, followed by some type
of creative activity.

Five-and-a-half-year-old Children

Change is the operative word, as the cooperative
five-year-old b .comes noisy, demanding, argumenta-
tive and bossy. When interacting with this child, strat-
egy--not open warfare--is required, since new, uncon-
trolled, mumodulated emotional forces are welling up.
Adults must have a certain amount of detachment,
because the shift is from “I love you” to “1 hate you.”
Children wheo are five-and-a-half are acquiring a new
stamina, a new ability to stand up for themselves, and
an ability to express themselves freely. This child knows
how to carry out commands after initial instruction.
Five-and-a-half-year-old children are fun to teach be-
cause they are developing an easy give-and-take. They
are less likely to show the extremes of their personali-
ties at school, but will do so at home. The five-and-a-
half-year-old who is cooperative at school, may be the
opposite at home. Indoor play, both at home and at
school, is still centered on objects and toys. Outdoors,
the preference for gross motor activity continues.
Six-year-old Children

Six-year-old children hunger for praise and desire
accolades and approvsl for everything they do. At this
age, there can never be enough praise; copious amounts
of genuine admeration will not “speil” this child. He sees
himself as the center of the world as he gradually
detaches from mom. He may be considered selfish,
wanting the biggest piece, eager for his turn, wanting to
be first. A six-year-old dnes things with an impulsive
enthusiasm that can be contagious, and is a tangle of
outstretched arms and legs. He may use his enthusiasm
positively and be eager to learn in school; or he may not,
and be considered a disruptive element in the class-
room. The rambunctious six-year-old with improperly
channeled eagerness may become the class clown, dis-
tracting others. Often, a six-year-old will run wildly
around the house when returning from school, crying or
picking fights. This release of tension suggests that,
although he may nolonger need an afternoon nap, arest
period in early afternoon is often very wise.

A six-year-old may exaggerate and will sometimes
tell imaginative stories of terrible treatment at school.
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He does not sit quietly, loves to climb, will frequently
chew fingers, pencils or clothes, and will clear his throat
frequently. When great insight occurs in his active
mind, he may shout a response such as “Oh!" and
accompany it with hand gestures and sweeping eye
movements. Indoors, creative activities, imaginative
play, and playing games are favorites.
Seven-year-old Children

Seven-year-olds yearn for privacy and can be very
bhappy when alone. They may complain vociferously
that things are unfair, but most often will withdraw and
take out discontent internally. At seven, a children’s
fears are predictable and often hard to shake, driving
others to distraction. They often worry about being late,
since they are beginning to be aware of the clock and
time. They may have trouble finishing things but, since
completion is their main interest, may work at an
activity until exhausted and frustrated. A seven-year-
old must be given stopping points ard limits that are
within his power to sustain. Occasionally, a school task
can be taken home for completion as long as it is of
reasonable length. A seven-year-old child prefers to be
last in line, which is probably related to the need for
closure.

A typical seven-year-old loves to draw, especially
with a pencil, and precision and action characterize his
artwork. He loves to write, doesn’t rush, and is a perfec-
tionist. He works laboriously and tries very hard; there-
fore, tasks may take longer than anticipated. He prefers
to work at a desk or at the chalkboard, which is a real
treat, although the transfer of work from the board io
paper is an onerous task. A seven-year-old has a new
intellectual awareness and “think” is a faverite word.
He may call his brain “the thinker” and think so hard
that the thinker hurts, and may even complain of a
headache after an especially hard day of thinking. This
child craves to get 1008 and feels anything less is
unworthy to be taken home. As a result, many papers

are “lost” or torn up on the way home, but perfect papers
are proudly displayed.

A seven-year-old shows good control in many ar-
eas--control of temper, control of aggression, and control
of movement and voice. A child this age is very sensitive
to being “yelled at." When writing, his free bhand may
form a tight fist, indicating that the wntmg task is too
demandxng He makes many mouth noises while work-
ing, and when concentrating may sweep the eyes up-
ward or to the side. A seven-year-old can still find a full
day of school exhausting. He may develop strong emo-
tions for a teacher, or a classmate of the opposite sex. He
will often tug at teacher's clothing to gain attention so
his request can be whispered in the ear. He may be more
dependent on the teacher than is sometimes apparent.
When the teacher responds pasitively to and smiles st a
seven-year-old, the child is indeed happy! Most seven-
year-olds are very sociable and enjoy sctivities with
parents, siblings, friends, and classmates. Gross motor
activities are favored by the seven-year-old child; at
recess they can be seen running with abandon around
the playground.
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THEORIES OF LEARNING

Young Children: Stages of Development

Psychosocial: Initiative vs. Guik (4 to 5 years): The
child must be given latitude to explore and experiment.
Restriction may produce guilt and doubt about abilities.

Moral: Morality of Constraint, Preconventional
Morality (up to age 10): Rules are external and imposed
by an outside authority. Rules are strict and literal and
must be blindly cbeyed, with no allowance formotivesor
intention.

Cognitive/ Preoperational (2 to 7 years): Prelogical
and representational stage during which the child's
thinking is no longer tied to extermal actions, and
thinking is becoming internalized. Forms of internal
representations that emerge at this stage are imitation,
symbolic play, men-al imagery, and language. There is
a rapid development of language.

The limitatiors during this period include irre-
versibility (inabilit7y to mentally reverse a physical
action toreturn an object to its origing’ state); centration
(inability to mentally hold changes in twodimensions at
the same time); and egocentrism (inability to consider
another’s point of view).

Social (5 1« 7 years): Feelings of empathy develop,
as do the beginrungs of conforr ity. Peer eriticism for
physical, intellectual, and socio-cultural differences
begins during these ages. Peers become increasingly
important, but adults remain the primary source of
social guidelines. Play groups and friendship groups are
small, forming and dissolving quickly. The teacher isan
important influence on the child since the child is aware
of and influenced by the teacher’s social attitudes and
values. The teacher’s affection and approval are impor-
tant for achievement, positive peer interaction, and self-
esteem.

Physical (5 to 7 years): Small muscle and eye-hand
coordination develop and the child is increasingly skill-
ful in handling tools and materials. Physical skills are
now used to enhance status. There are high energy
levels, but extended energy use produces a need for rest
in early afternoon.

Linguistic (5 to 7 years): Children botween five and
seven begin to grasp the symbolic nature of language,
but their vocabulary comprehension is limited to con-
crete objects and activities. The receptive capacity (lis-
tening) is greater tharn the cxpressive capacity (speak-
ing). Aggressive use of language is common, and the
child can verbalize similarities and analogies (Leeper,
Witherspoon, Day, 1884). Children in this age group use
complete sentence structure of five to six words. Most
can carry out “three unrelated requests” and can “re-
spond correctly to complicated sentences but at times
are confused by involved sentences” (Lorton and Walley,
1979, p. 63).

Gifted Children: Stages of Development
Psychesocial: or Industry vs. Inferiority (6 to 11
Years). Intellectual curiosity and performance are the
dominant factors in behavior. Recognition comes from
production, and feelings of inferiority come from not
doing things well enough to take pride in accomplish-
ments. Joy in learning is subverted by feelings of incom-
petence. “If the child is encouraged to make and do
things well, helped to persevere, allowed to finish tasks,
and praised for trying, industry results” (Biehler and
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Snowman, 1990, p. 45).

Moral: Conventional (9 through 20 Years). Rules
are followed to impress others or out of respect for
authority. Social order must be maintained.

Cognitive: Concreteoperational stage (710 11 Years).
The child is increasingly capable of demonstrating logi-
cal thinking, but thinking is still bound to concrete
objects and events, rather than ideas. Reversibility and
decentration develop, as does sociocentric thinking. The
child is increasingly aware of the views of cthers and is
abletothinkofphysimﬂyabsentthj_n__@thatmbased
on vivid images of experiences.

Formal stage: (11 to 15 Years). This is
the stage of the ability to form hypotheses and propesi-
tions and to think shout ideas and abstractions. The
formal operational thinker is able to understand rela-
tionships among concepts and is metacognitive (able to
recall previous learning and able to use learning strat-
egies).

Plhysical: Gifted children as a group tend to be
healthier, more energetic, stronger, taller, and heavier
than average for their age (Terman, 1925).

Linguistic: The gifted child possesses high-level
verbal skills, including the abilities to express thoughts
clearly using advanced vocabulary, and ask thoughtful
questions. That is, extensive vocabulary and linguistic
skills are linked with a variety of other skills in a
meaningful manner.

{Information in section Theories of Learning condensed from Biehler
and Spowman, 1990; Woolfolk, 1990).

CONCLUSION

Gifted children are developmentally advanced and
“can be identified by the fact that they exhibit skills like
those of ordinary children who are older® (Hallahan and
Kauffman, 1991, p. 433). Although gifted young chil-
dren may be superior intellectually and have above
average skills in areas such as leadership, their abilities
and skills in all areas may not be equal. Because gifted
children may exhibit uneven development, adults can
have unrealistic expectations about the performance
and achievement the children attain. Perfectionism or
underachievement can be the penalty the child pays for
unwittingly reinforced and unreasonable expectations.
Sensitivity and wise guidance arerequiredto help gifted
young children function at potential. To provide neces-
sary direction and sssistance, knowledge of the charac-
teristics and traits of both young children and gifted
children is necessary.

At school, programming “based on developmen-
tally appropriate experiences provides a good begmmng
for young gifted children and should be the first step in
a comprehensive plan for the gifted” (Smutny and
Blocksom, 1820, p. 39). Suitable program design is
based on the understanding that young children learn
through play. Linguistic, social, and cognitive skills are
encouraged and mastered through play and interaction.
Play in the classroom is a directed activity. The teacher
should carefully plan the activities, arrange the class-
room, select materials, and provide experiences rel-
evant to age and interests and suitable for developmen-
tal levels.

There is a wealth of information available about
young children. Much of this has come from theory,
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research, and master teachers. Although much addi-
tional research is needed, what is already kmown must
be intelligently applied to encourage positive action,
rather than unplanned reaction to learning situations.
Young children today, whether they are average, gifted,
or disadvantaged, live in a precarious world. Their
needs, as a group and as individuals, must be met. All
children share common characteristics and behaviors,
but theories are pertinent only as they apply to the
“group” and tothe extent to which they take intoaccount
individual differences in kind and degree.

Too often, vitally needed kindergarten programs
are given minor attention when schoels are being built
and staffed. Special education children, especiaily the
gifted, are often neglected and made to feel as outcasts.
Gifted children are treated in ical manner at
best, and with animosity and hostility at worst. Sadly,
they are treated that way by uninformed adults, other
children, and worst of all, by teachers. Edueation for the
gifted is frequently regarded as education for the elite.
Educators and parents of gified children often must
expend energy and resources defending programs for
gifted children since these programs are frequently
regarded as “frills” and are cut during times of economic
distress. Sustained support for the programs is indis-
pensable to their success. Advocates for gifted education
base their stand on two rational statements: 1) Every
child in America is entitled to education that meets
individual needs (a fundamental toeducation in a demo-
cratic socicty). Z) Society will be ill served if the abilities
of its best and brightest are left to wither. Gifted chil-
dren have the potential to be society’s most capable and
creative problem solvers and citizens. They are a pre-
clous natural resource--one that we cannot afford to
waste. The nation’s young intellectual talent must not
be squandered; it will be sorely needed to help solve
problems already looming on the horizen.

REFERENCES

Biehler, R., & Smman. J. (1980). Peychology ap-

plied to teaching. Boston: Houghton, Mi
Bronfenbrenner, U, (1985) The three worlds of child-

hood. Principal, Moy, 7-11.
Bredskamp, S. (Ed.) ( 1987). Developmentally appro-
priate practice in early childhood programs serving
children birth through age & Washhuton. DC: National
Assn. for the Education of Young Children.

Chitd:mnmfmm (1991). The stateof America's
children: 1991. W, DC: Author.

Clark, B. (1988). Growing up gifted (3rd ed.). Colum-
bus: Merrill

Fleming, B., Hamilton, D., & Hicks, J. (1977). Re-
mmfnrcmﬂm@dﬂrm‘hmbrdﬂwm-
tion. New York: Harcourt, Brace, Jovanovich.

Foster, C. (1867). patterns
Eerlydﬁki}mé,[n(? Hoas, K. Wiles, J. Cooper, &D
i{llynm& (Eds.), Readings in Elementary Teaching. Boston:

Gardner, H., & Hatch, T. (1989). Multiple intelili-
mmkdmkwmlmofm
theow (8'}1;;5 multiple intslligences. Educational Researcher,

Guilford, J. (1976). Factor analyels intellect, am!
creativity. In A. Rothenberg & C. Hausman (Eds. j, The
creativity question . Durham, NC: Duke Univerzity Prcss.
Hallahan, D., & Kauffman, J. (1991). Exceptional
dﬂldmwmmferm education (5th ed.).

Q

Clifton, NJ: Prentice Hall

Hein, G. (1973). Pilaget, materials and the cpen
classroom. EDC News, Newton, MA: Education Development
Center, Winter, 7-10.

Lasinowies, E. (1980). The Piaget primer: Thinking,
learning, teaching. Menlo Park, CA: Addison-Weslcy.

Lesper, 8 ., Witherspoon, R., & Day, B. ( 1984) . Good
schools for young children. New York: Macmillan.

Lorton, J., &Waﬂex,&(ﬂﬁ) Introduction to early
childhood education. New York: D. Van Nostrand.

Morrison, G. (1976). Eariy childhood education to-
day. Ohio: Charles E. Merrill .

Moursund, J. (1976). Learning and the learner.
Monterey, CA: Brooks/Cole.

Peck, J., Hchzg.G & Sapp, M. (1989). Kindergarten
policies: What is best for children? Research Menographs
of the National Association for the Education of Young Chil-
dren. 2 (2 No 141).

Renzulli, J. (1977)., Reis, S., & Smith L. (1981). The
revolving door identification model. Mansfield Center,
CT: Creative Press.

Smutny, J., & Blocksom, R. (1990). Education of the
gifted: Programas and perspectives. Bloomington, IN: Phi

Delta Kappa.

Schweinhart, L., Berrueta-Clement, J., Barnett, S.,
Epstein, A, & Wezkart, D. (1985). The prumioe of mrty
childhood sducation. Phi Delta Koppan, April, 548-553,

Schweinhart, L., & Weikart, D. (1985). Evidence that
good earty childhood programs work. Phi Delta Kappon.
April 545.548.

Terman, L. (1926). Ganﬁccmdﬁeaolgmﬁu‘, Vol. I:
Mental and physical traits of a ' ousand gifted chil-
dren (Ind ed.). Palo Alto, CA: Stanford University Press.

Torrance, E. (1976). Bducation and creativity. In A.
Rothenberg & C. Hausman (Eds.), The creativity question.
Durham, NC: Drike U Press.

niversity
Woolfolk, A. (1980). Educational Psychology (4th
ed.). Englewood Cliffs, NJ: Prentice Hall.




RELEVANT EDUCATIONAL COMPONENTS

YOUNG CHILDREN GIFTED CHILDREN
Specific Characteristicss
U : U ‘ mhuw
r§e to explore rge to
quantidy of information
U susl retentivences
A fvenced 3
High level of developmentfverbalability
Accelerated pace of procesics
Learing how to leam Usnusual capacity for nmﬁli;fgmm
Inpulsive thinkin Reflective thinkmg/sility to osure
Oste-track lqongingldim:hle M‘wﬂ‘-“‘ﬁﬁf; ) ood di »
Heightened capecity unusual iverse relationships
Integration of sdexs snd disciplines
Resistant to change/conventionslity Flexible/fiuent/original/ ¥ .
Be Grosal oty to pccasion 0 foiogs o
ginning socioccntric seaqitivity to 3 ings of others
g Zany and weird sense of humor
Sense of humeor Idealism and scnse of justice
Precoaventional morality Advance levels of moral judgment
Unusual emotional depth and intensity
Expericnce roated in present Ability to predict/interestin future
Early involvement and conscem for imuitive knowing and mctaphysical idcas and phenomena
Rudimeats of prodlem salving Advanced cognitive and affective skills capscity for con ngand solving socictal problems
Involvement with the acsthetic nocds (beauty, troth)
Leadership qualitics
Introduction to formsl reading Easly ing sbility (adapted from Clark, 1988)
Relatively short attention span Relstively loag attention span
Enjoys familiar music Makes up original tuncs/responds sensitively to music
General Curriculum Comipoaents:
Developmentally appropriate practice Differentiated curricuium
as lessning Accelersted (subject and/or grade advancement)
Whale language (4 language modes) Earichment (i leamin
Balance: indoor/outdoor, quict/sctive, alone/ Capitalize, baiance, integrate, extend and eghance
together, inform/creste, structured/
unstructured, observe/participate
Experiential based laterdisciplinary
Emerging li Confluent education (merging of cognitive and affective domains)
Learning styles (VAKT) Individualized learning
Child centered Learner centered (total individusl)
Invitstionsl learning
Integration of content, process and product
Specific Instructionzl Guidelines:
Moming meeting Type 1 activities (general exploraiory) and Type I activitics (group tmining) (Reazulli, 1977)

Learning centers (s 4-tier model: totally
teacher planned to totally student plansed)
Manipulste concrete material, form concepts
Liberal arts basis—music, visual arts, p.c.
Limited workbook use, if any

Role playing and creative dramaticy
Multi-sensory approach

Community resources (field trips)

Discover learning where sppropriate (explomtion, inquiry and invention, expansion)

Use of appropriate concrete and semi-concrete materials and abstract tacks for concrete formation
Exnository teaching as necessary

Contract

Play production with students as suthoss, producers, directors, scenc designers, and actors
Cocperative and buddy learning

SCAMPER techaique (creativity)

Creative problem solving

Research skills and proj

Communitr and individual (mentor) resources

Extensive library use

Training in and use of technology

Teacher Role and Characseristics:
Be knowledgeable of developmental traits
Arrange sppropriate experiences
Be scusitive, trusting, sincere
Have a desire to work with young children
Enthusiasm
High energy level
Good self concept
Committed to family involvement
Well versed in ciassroom management

Respects children

Be cognizant of characteristics

Arrange experiences and resources

Have good interpersonat skills

Good mental health and desire to work with gifted children
Keen sense of humor

Scasitivity to individusl differences

Eagerness to learn and wide intcrests

Committed to family and community involvement

Well versed in techniques of guiding and facilitating independcat lcaming
Comsmitted to excellence

Respects individuality, creativity, imagination

Flexibility

Idealistic but practical

Accepting of seif and others

Advocate for programs and children
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PEGGY'S LIST OF APPROPRIATE MATERIALS

Explansation of price categorics: Expensive-B =above$50.00; Moderato-M=3$10.00-349.99; Incxpensive-§ =Free-$9.99

GROSS _MOTOR _SKILLS {argo  body
movements)

large sofid wood blocks (assorted sizes and
shapes), trucks, plancs (E-M)
climbing stairs or steps (1-E)

records .

play ground equipment: balls, bats, beanbags (1),

swings, bars, slides, and Iarge plastic
climb-through tusaels (E) &
ssadbox

rolling toys (wagon, buggy, push toys) (I-M)
ridin Mu;yo(E)
Almé;mu( .¢. gmall garden tools) (M)
m!md&e(ﬁ}

beach and ol
M% mmao(M)
(coordinated

) OR _SKILLS (discreto, independent
or coosdinatad band movements)

%mm

clay/¥ (Dmh(mhon)g?tbm homemade) (I)
cloth or

weaving pua)a

mg and ing shapes (cardboard
tracing car .
'.%:a;mm-m
mynﬂmﬂ—m

Logo and io (I-E)
*stuff* for water/sand table (spoons, funaels,
rico, sand, flour, colandes, sifter, egg beater (1-

ic siates (T)
m«w:m, scraps of contactpaper,

Mmm cards (M)
huﬁ.,nn;‘li)m
smail catored blocks and patteras (I-M)
Loto (B‘dh)‘)
{I0 gRmes
Sp ™)
pictines
shallow-sided piastic wb with either salt, flour,

VISUAL MEMORY (combined sbiltics of
visual rt- and long-term
mmaty;

counters (sticks, siraws, butions, botile caps,
beans) (T)

dominces (T)
stiribute blocis and sttribute block activity cards

-
walipeper samples books or scraps (T)

show °n" el (T)
Do haring e ()
picture

M)
posteards gad Chrisemss cards (1)
books on casictic tape (M)
and sage (-E)

mmmmm (I-M)
mefmx(mmm:mm)
and (I-M)

Viewmaster

recorder and bissk tspes (I-E)
mhm(mdm.m.ordimrdcd'rul'
phonc) (1-M)
m"}‘ dmg)mplmn(bmm

size '3 . mop,
bucket, feathey dustes) (I-M)

3 charts (T)
Hs'yhnn;amdm;k.u(l-ﬁ) M
Wﬁ) eod old calendars (T)
peis
mgign_gauivﬁuwprgmdmdrnl)(l—m

center with ttcasils, pois,
and dishes (mbo@mhomde)&gm

mﬂmrm fes boaks (1)

boards (I-M)
scmantic mapping technique (T)
magnets (dar, U-shaped, circle) (T)

.

bird feeders (I-E)

sceds, soil, pots, watering can (I-M)

rocks and shells (I-M)

magnetic board sod magnet backed pictures and

ob
mmgd ﬂpﬂa to wrigh (1-M)
:!lu' yag)dd: s paper (1)
. . RICKSUICS,
thermoneters (l)m &
;t‘od: (A5 ®
mopey
ax register (I-M) ) )
old snd/or broken electrical applisnces (csution:
CUT OFF THE CORD!) (T)

scraps of caspet (T) homemade) (J-E) dish pan, . milk bottlc caps
rice, macaroni, beans (T) feodg:;o:h{‘gﬂ) ceps ()
many sizes of brushes and many kinds of paint {abifity to use old s (D)
(finger, tempura, acvylic, watcreolors) (1- 1D YANOUS susitons glnl:ﬂ-ﬁ)
ictures of all varietics (I)
(visual awsreness of gcrsbble {Junior) (M)
i of external objects) child’s drawings (T)
language expericace gtories ()
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CHARACTERISTICS OF A GOOD LEARNING ENVIRONMENT
FOR YOUNG CHILDREN

Major Domains aof ihe Learning Environmens: Phvsical Domain
Intellectuat Dorsain
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Individual differences (styfcs and stcs of [camning) should be accommodated.

There should be learning through the senses (fecling, hearing, tasting, smelling, secing).

numerous and varied leaming centers should be present, available and used throughout the day; frec choice of centers should be encouraged.

There should be evidenice of lats of verhal inte. _ctions: child to child and child to adult(s)
mmu'w%mmmmmmmmm.

There should be ities for chi to engage in hands-on activitics with scif-sclected materials and products,

Children should be allowed to plan and evaluate activitics and products.

Children mmbsmﬁcd in the scientific approach: exploring, discovering, inquiring, experimenting, and developing, testing, ar.d validating thoories

There be an integration of curriculs (reading and Isnguage arts, math, science, social studics, art, music, pbysical education) and & Isck of
adherence to rigid and artificial time schedules.

There should be & variety of flexible groupin eats.
‘There should be cvidence of “print” ﬂmmﬁan children’s possessionsand room matcrials, charts, posicrs, magazines, and lots and lots of
books

-

Materials and Equipment

WENP  Na W

There should be a wide assortment of materials, supplics, and equipment for children to work with; the selection should reflect the need to ascommocdate
many sges, shilitics, and interests.
The children should be encoursged to previde suggestions for materials and alfowad 1o supply some of their own marteriais.
The materials utilized should ensure development of both fine and gross motor skills.
The muterials should encourage interaction (be uscr-friendly); activities should be open-ended and scif-corrective.
The matesisls should be organized so that access and clesn up is uncomplicated and efforticss: they should have an obvious place thst is casily reachable
by the children and within their sight.
children should be shown how to use the materials properiy and then should be free to use tho materials by themselves.
The materials should be safe and dursble and both indoor and outdoar equipment should be in evidence.
The types of materials should include commercisl, teacher-made, child-made, and both form and informal types.
The materials should include those that sre concrete and sensory; materials that can be put together, taken apart, counted, asranged; those that can
cacourage verbal infersctions; those that address various learning styles of the children,

Physical Environment

VI~ s N

S

The rooms should be divided into numerous learning centers and areas, rather than straight rows and chairs.

The vasicty of leaming centess should includs lsnguage asts, math, science, ars, music, housekeeping, woodworking, sand and wates piay, listening and
viewing, resding corer, and at lesst one “quict ares.”

There should be sceess 10 several large work surfaces which are the proper licight.

The rooms should exude warmth, cheerfulness, and friendliness, snd should be mviting, bright, and homey.

There should be adequate space for active exploring, creating, and moving shout freely.

Theroe sbould be lots of storage arcas and an ample sad labeicd place for each child to put costs and rain gear, book sack, completed projects, and other

ns.

rcoms should be well heated, lighted, ventilated, aad clean.
The toilet and sink facilities should be adequate, convenient, and of the proper height.
There should be provision for an casy flow of sctivitics (traffic patterns) between indoor ceaters and indoor and outdoor arcas; the out-of-doorsshould
be used throughout the day ss an integral part of the leaming environment.
The outdoor ases should be arranged in an sppropriate manner to encoursge free play, organized games, snd quict play with considerstion for the safesy
of the children in evidence.

Outdoor Lesming Eavitopment

B s W

The outdoor learning environment should be considered as an extension of the classroom learning activities.

The children shmﬂdgbc free to move outside to participate in integrated and enriching, rather than restricting, experiences.

There should be consideration for traffic patterns, including an eatrance into rooms from outside to fscilitate moving games, materials, and equipment

in and out of the rooms.

The outdoor area should facilitate supervision and minimize accidents.

The outdoor "?kin should be safe, free of glasa and sharp mctal, and materials should be check periodically to ensure safety and to makeo sure equipment

i8 in proper wo order.

Thugdmuld be msnu:dm: storage area for organizing and housing and large outdoor materials and tools &nd the children should be instructed in

relrieving and returning materials in the storsge srea.

The equipment, space, and activitics should promote development of motor skills snd muscular coordination.

There should be & mixture of inoxpensive and/or homemade equipmeat and commercial materiais; sl materials should be made or purchased with age
i and safety considerationsin mind.

Some of the materials, such as boxes, wood strips, rubber tubes, should stimulate creative, open-esded activitics.

The materials 'g:ovk!ed should ingpire the children to do sometbing based on original ideas, rather than just watching passively.

The children should have opportunitics to work and play sloge snd in smell groups and both actively and quictly.

. There shouid be a covered patio or concrete area for such activities as block play, bouncing balls, playing with wheel toys, and for rainy day play.

There should be both sunny open aress and shaded areas.
There should bo 2 grassy arca for sitting, talking, reading, or cloud watching.

. There should be & garden erea for the children to grow vegetables, flowers, and other plants utilizing organic methods: there should be &n sdjscent naturo

mvmnng:gm mm&mmom, and pet cages that the children can explore (in both direct and non-direct manner) and analyze to discover scienco
utp. animals,

There should bo various types of climbing equipment and swings to help develop and strengthen arm and leg large muscles.

There should be balance beams, loge, and posts for the development of bodily balance.

s 1ere should be sliding equipment to help develop a scase of body direstion.

There should be & alide or pole for climbing up and sliding down.
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20. There should be equipment and space for dramatic play (tree hoise, playhouse, outdoor theszer),
21. Thero should be a sandbox and ofbmhn,ﬁwn(h
22. There should be a water tabis Mynwlyeffmhmmdhm plastic wys, doats, sponges, coris, funnels, and measuring containers of

various sizcs.
. Theee bos ares with tocls and of gizes and of wood , paint, brushes ond glue.
?&. There MMNWWMQWMM mmpmmmmmmﬂmgmMBmm«n

perform msuy mmmmm&ummc

The teacher should act as a guide, facilitstor of leargin resougce person rather than dispeaser of orders and informatior..
mmmmm&m«fmm«uo{m&u the children should Ikcwisc show raapect for and trust of the teacher and each othes.
The teacher should circuisteamong the children, encoursgingindividual and group effarts, ssking prompting questions, offering suggestionsin a positive
and sincore manner, and givin mhc&ﬂdhdividmm

The tescher should it," indicatingawsrenessof esch child's needs, and emotional state, s well asthe climate in the room.
mmmmdmiymmmnﬂu‘nfme room, mﬁqurxxmefmhchﬂd as well as respect for the individuality of exch
child.

The teacher should plan activitics that indicste that joy in learning, respect for others, and leaming how to learn are the focua mather than acquisition
of specific skills and subject information.

Themchnmtdmmmckﬂdm:hmmgmm. . . _

The children should indicste by their actions that e scnsc of asd building of positive self-esteem are the goals of the leaming environment; they
should bo eager to fearn, not saxious that they don’s know o )
mmm¢mtmmgmmw¢mmmmm find out answers "with” the children, not "for” the children.
. The teacher should show confidence in cach child’s abilitics and awareness of each child’s social, emotional, and intellectual and needs.

11 mmm&m@mmmmm«mmorm body language oo tesches-child and child-child interactions.

12 mmmﬁcﬁmmmﬁ s "democeatic leadership gyle”: friendly, firm, encoursging, stimulsting, helping, guiding, winning,
13. mm«mmmy invoive children in planning and leaming, capitalize on children’s interests and curiosily, chaflenge children, and seinforee

ropriste behaviors and achievements.
14. mmu firm and consistent in haadling problems; the teacher should never threaten or humiliate a child or group of children.
15. mwm«m-mmpmmm procodures for beginning and ending the day as well as tachniques for making transitions from
to snother.

16. NWMdhmnm;mdmmmgm
17. mmwuwofmedﬂdqmmmnfmm as well as contemporary spproschesto educstion, such as developmentally
appropriate prastice and whole langusge/cmergentliteracy.

(List sdapted from Day, B., (1975), p. 188-192; Sea references.)
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INTUITION IS FOR THE LEARNING

Don Rapp, Teacher, Writer, Speaker; Morton, Hlinois

Asakid, I wastaughtthat women had it morethan Unfettered Perception
men. Intuition, I learned, was a God-given ability that It is said that no one has all the information
came out of the blue, and you either had it or you didn’t. necessary to make any reasonably complex decision.
It was something secret and mysterious, like telepathy The hunch that fills the gap between information and
or clairvoyance. As a kid, I knew I did not have it. decision is what I call intuition. Perhaps if we perceived
About forty years later, I read an article entitled more and better, we would not have to guess quite as
“Training Intuition” by Ruth Cohen, a New York thera- nmd:“hwmmhmyﬂymnmmﬁuwamﬂmnwmmﬂn
pist. My first thought was, “Youmean it canbe learned?” more valuable than relying on hunches.
All of my preconceived notions about the mysterious- To think intuitively is to see deeply into the reality
ness of the whole matter were shot down. I read on! of the moment, register it asfact, and then gobeyond the
What intrigued me the most was what the article said moment. Rose-colored glasses donot lend themselves to
about human thought--human intuition. the full sensing of
Cohen pointed out that intuition is neither compli- Perception is the base-buﬂdmg block toward the
cated nor mysterious, and that there are four common, understar.ding of something that is not at present a full
understandable ideas that a person can work with to reality. Here are some hints on what parents might do
increase his intuition. I discovered that these four to help their children strengthen their perception and
things can be used by parents to help their children thus help them maintain and improve their intuitive
become the best persons they can become; and by teach- ability, rather than gradually lose it.
ers, with all children and cwrriculums, regardless of As parents take their children to day care every
content and age. The ideas are: morning, they might point out things that neither par-
/. Perception needs to be clear. entmehﬂdhumbefom It might be new construc-
b. Memory of pertinent facts is vital. .on, a different person on the corner, a renovation of a
c Control of emotions is essential. Manwanmnmmhdm.Rambemuﬂmmﬂmth
d Logical thinking is a must.
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different. On the other side of perception, it is good to
comment on what is the same. The fact that the sun is
always in about the same place deserves a comment
once in a while. The more the parents comment and
notice similarities and differences, the more their chil-
dren will get into the habit of perceiving things in a
deeper way.

Of course, similarities and differences can be per-
ceived in books, in people, in feelings, in clouds, and ad
and they should get excited about even the little things
they point out. The enthusiasm will carry over, to
perpetuate the habit of perceiving creatively.

Memory of Pertinent Facts

In very young children, memory needs to be nour-
ished. The game of peek-a-boois one of the first and best
memory games. When children first realize that “out of
sight” is not “out of mind,” they realize that they can
store a perception in their memory. From then on,
parents and children should play peek-a-boo often. A
goal is something that is in sight (memory)but not asyet
in reality.

We can encouragy older children to mentally com-
pare yesterday with today. This is comparing some-
thing in memory with something presently seen. Ask
the question, “What is the difference between what is
seen in memory and what is seen in reslity?” and wait
for some great answers.

Good memory incraases the ability to see things
that are stored. Part of building intuition is having
multifarious facts and images “in storage,” so that they
can be readily accessed when needed for the intuitive
leap.

Children should be encouraged, by example, to
continually learnthings and place them in memory. Say
things like, “You will never know when you will need
that information” or “Don’t rely on remembering where
it is written down, just remember it.”

When 1 talk this way in college classes, some
students grimace because they have been taught by lazy
adults that the brain and mind are limited in capacity-
-but that is not true! The more you learn, the more you
canlearn. Help children be positive about their learning
power from the beginning, and for goodness sake set a
memorable example!

Another good trick is for parent and child, little by
little, tolearn all the store names on both sides of a street
they frequently travel together. At home, the child can
then draw the block from memory. Most parents will be
surprised at what their children remember, but the
main benefit is that the memory is being utilized and
strengthened.

Again, adults can draw from their own imagina-
tions as to how to exercise memory. Poetry, names,
events, batting averages--anything is fair game for this
process. Part of training intuition is memorizing of
pertinent facts. For example, if a therapist has to know
about a certain disease in a certain person, he has to
have many pertinent facts about the disease and the
person. Thus, the memory, if it is to contribute to the
power of the intuition, has to provide the appropriate
ball park of information for the fact that is to be intuited.
Of course, in young children any memory testing will

¢
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strengthen the habit of memory. Parents, too, report
that their own memories get better when they try these
memory exercises with their children.

Unblocked Emotions
Emotion has to do with passion, enthusiasm, and
zest. Its negative side has to do with hate, jealousy, and
fear. To be more intuitive, we have to perceivs the
emotions that seem to be in our lives and be so clear and
objective about them, that we can prevent them and
their so-called “power” from getting in the way of our

The combination of unfettered perception, memory
of pertinent facts, logical thinking, and controlled emo-
tions is a receipt for a healthy, reasonable, solid decision
maker. That is what intuition is all about. Itis a high-
level ability and requires high-level awareness and
thought to practice it.

There is not enough intuition in our werld, because
there is not enough physical, mental, social, emotionsl,
political, and environmental health in our world. We
have a lot of work to do. We can start with curselves,
even as adults. Starting now with young children is to
educate them well with regard to perception, memory,
thought, and emotions.

&

Logical Thinking

Thinking takes time, and the human operative
word for time is patience. The opposite operative is
impulse, which is thought without contemplation. With
the impulsive, short-term nature of our world, the
concept of contemplation is a maturing one. Long-term
projects are good for nurturing this type of thought. The
care of a plant or a crop, like tematoes, also pays off in
good taste and nutrition. The care of a pet, even a
goldfish, that has to be cared for over time is a good
teacher. The care of shoes or other articles of clothing is
an interesting project and has its long-term thought
benefits.

Too often, a parent will respond, “I'll think about
it"to his child’srequest. The decisionisthen givenlater,
authoritatively and without the reasoning behind the
decision. Of course, with the younger child, the parent
doesn’t have to go into all the whys and wherefores of a
decision, but he should give some explanation, if only to
demonstrate to the child that there is some, perhaps
long-term, thought bekind the decision.

When the child or anyone makes a good decisicn,
the decision and the reasoning behind it should be
praised. The principle of “catch them being good”
applies as well to good thought as it does to good
behavior.

Sound thought takes time and is characterized by
a relaxed, unpressured mind. A home that is hurricd
encourages hwrried, unreasonable thought. logic is
needed for unhurried thought and reason. It takes yood
modeling and much practice to become a reasonable

person.
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COOPERATIVE LEARNING:
A WOLF IN SHEEP’'S CLOTHING

Susan A. Linnemeyer, LCE -— National Institute of Child Health and Buman Development,
Bethesda, Maryland

Cooperative learning has become one of the most
cade. Already, many school districts have enthusiasti-
cally jumped on the cooperstive learning bandwagon.
But before more school districts join in themovement, a
closer look at cooperative learning is warranted.

In the iveleamingresearch,
there are some basic flaws that have led to misrepresen-
tation of the benefita of cooperative learning, especially
for the gifted and talented.

The foliowing are what I consider to be the ten
major failings or misrepresentations of the cooperative
learning research in regard to the gifted and talented.

1. The majority of the cooperative leaming re-
search doesnot addresas gified and talented populations.
Slavin, Johnson, and Johnson, leaders of the cooperu-
tive learning movement, typicaily examine outcomes of
students in terms of high, average, and low achievers
(Slavin, 1983, 1988; Johnson, Maruyama, Johnson,
Nelson, & Skon, 1981). The top one-third of the class
would not be classified as “gified” by any school’s stan-
dards. Dividing a class into three groups reduces total
variability in each group by only 17 percent (Geodland,
1960). Far such cooperative learning research in which
supposedly gifted and talented populations or high
ability groups are included, there is little or no data
provided for ing those groups (Lucker, Rosenfield,
Sikes, & Aronson, 1976; Smith, Johnson, & Johnson,
1982; Webb, 1082a, 1982b).

2. The supposed gains made by gifted and talented
students in cooperative groups arenot well-defined and/
orreferto gainein basic skills. In most studies, the gains
are defined in terms of achievement test scores (Slavin,
1984; Slavin, Madden, & Leavey, 1984). There is no
indication if the tests were administered off-grade level
or if norms for the gifted were employed. If these
precautions were not taken, the results could be invalid
due to confounding effects of regression toward the
mean (Campbell & Stanley, 1963). In addition, in the
majority of the studies, the gains measured in the
content areas refer to lower level skills, e.g., math
computation (Slavin & Karweit, 1985) and language
mechanics (Slavin, 1978) as opposed to higher level
skills, e.g., mathematics applications or literary criti-
cism.

cooperative lcarning resecarch to assess the gains of
gifted and talented students. The majority of the coop-
erative learning research employs the traditional class-
room as the control or comparison group (Sharan, 1680).
For the gifted and talonted, this procedure portrays an
inaccurate picture. It i{s not surprising that greater
gains arefound in the cooperative learning group versus
the traditional classroom that lacks special provisions
designated for the gifted and talented. Administrative
arrangements that are designed tomest theneeds of the

gifted and talented (e.g., ability grouping, full-time

Q
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classroom for the gifted and talented, mentor program,
acceleration, and independent study) should be em-
ployed as the comparison or contrel group.

4. The major reasons given for implementing coop-
erative learning are related to low ability and average
students and not gifted students. Cooperative lesrning
advoeates, e.g., Hollifield (1978) and Slavin (1986) state
that cooperative should be implemented so
that low ability and average students:

a. may improve their abilities and skills,

b. be exposed to better teachers, and

c. be provided with critical and creative
thinking instrurti

It cannot be denied that these outcomes are desir-
able outcomes for low ability and average students, but
should these outcomes be made at the expense of gifted
students? Why dothesei depend upon the
inclusicny of the gifted and talented in the learning
environment? For example, all students have the right
to exceilent teachers. If the akills of some teachers need
to be upgraded through staff development, cannot skills
be improved independent of the types of students who
are receiving the instruction?

5. Cooperative learning is not more democratic as
purported by its advocates. Providing equal educational
services to unequal individuals is not democratic. We do
not expect the mentally handicapped student to be
educated with the same curriculum as the average
student. Wiy then, do we expect the mentally advanced
student to receive the same curriculum as the average
student?

6. Gifted and talented students are not given an
opportunity in ecoperative learning groups tohave their
ideas critiqued and evaluated at a high academic or
creative level, Realistic appraisal of ideas and products
is essential to the gifted and talented student’s growth
and development. Frequently, gifted and talented stu-
dents do not receive eritical feedback of their work until
college. Those students will be at a disadvantage to
students who have been challenged throughout elemen-
tary and school .

7. Advocates of cooperative learning falsely claim
that gifted and talented students are at risk socially and
that cooperative learning can ameliorate their impaired
state. Research has y demonstrated that gifted
and talented students are as socially well adjusted as
students of average intellectual abilities (Janos &
Robinson, 1985; Karamessinis, 1980; Solano, 1976s,
1976b; Terman & Oden, 1947). If social skills are sup-
posedly improved through cooperative learning, then
all participants will benefit from this interaction. Re-
search has not proved, however, that cooperative leam-
ing is the best instructional method for improving the
social skills of students.

8. Cooperative learning does not necessarily foster
a healthy learning environment for the gifted and tal-
ented. When the gifted and talented student is assigned
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to a hetercgeneous where there is an imbalance
of academic talent, the gifted and talented student is
placed in an awkward situation. Thegifted and talented
student may either display academic talent and run the
risk of being viewed as a “know it ali” or the gifted and
talented student may decide to assume a silent role and
become a nonentity in the group. In either situation, the
gifted and talented student is the loser. Research has
shown that gifted students become intolerant of others
with lesser abilities when forced to be in heterogenecus
groups the majority of the school day.

9. Cooperativeleaming mayresult in underachieve-
ment in gifted and talented students. If gifted and
talented students are not challenged in cooperative
learning groups, then they may cease to be motivated.
Students may begin to perform at levels beneath their
abilities. Research has demonstrated that underachieve-
ment is a prevalent problem in the gifted and talented
(Gallagher, 1957; Shaw & McCuen, 1960; Zilli, 1971).
Among those children who are above average, 50 per-
cent of the boys and 25 percent of the girls can be labeled
as underachievers (Mordock, 1975). The gifted and
talented must be provided with a curriculum that meets
their educational needs.

10. If students are awarded the grade of their
cooperative learning group’s combined effort, students’
perrasnent records can be damaged. The procedure of
awarding one grade to all students in the cooperative
learning group is employed in some cooperative leam-
ing methodologies. At the high school level, this evalu-
ation technique can become a eritical problem. Compe-
tition is keen for top-ranked universities and colleges.
Gifted and talented students need to have outstanding
cumulative grade point averages to gain admission and
cannot afford to have their grades suffer because of an
inaccurate assessment of their abilities.

Alternative to Cooperative Learning

We have seen that coopersative leaming is clearly
not the preferred administrative structure for serving
the gifted and talented. The advantages of ability group-
ing for the gifted and talented, however, are numerous
and cannot be denied. When gifted and talented stu-
dents receive instruction at their ability level, increased
achievement is the result (Atkinson & O'Conner, 1963;
Daurio, 1979; Feldhusen, 1989; Kulik, & Kulik, 1982,
1984; Petersen, Brounstein, & Kimble, 1988; Van-Tas-
sel, Willis, & Meyer, 1989; West & Silvers, 1960). In
ability groups, higherlevel thinking (application, analy-
sis, synthesis, and evaluation) can be stressed with the
gifted and talented who need less time with the lower
level thinking skills (knowledge and comprehension).
One of the greatest benefits of ability grouping is the
opportunity for gifted and talented students to interact
with one another. Frequently, as much learning cccurs
among students as between teacher and students. In
regard to self concept, ability grouping (whether part-
time or full-time) allows gifted and talented students to
feel accepted, often for the first time, by their peers. The
improvement of self-concept is not restricted to the
gifted and talented. When gifted and talented students
are removed fiom the heterogeneous group, other stu-
dents have the opportunity to receive recognition that
normally would be given to the gifted and talented
students. The self-concepts of students of average abil-
ity subsequently improve.

LI
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Conclusion

Much like a wolf in sheep's ¢! , cooperative
learning has penetrated the field of gifted and talented
education. Claims have been made as to the effactive-
ness of cooperative learning which cannot be substanti-
ated. Cooperative learning does not consistently offer
gifted and talented students the challenge, the thrill of
learning, or an education commensarate with their
needs. Therefore, cooperative learning should be used
only to a limited degree and with caution with gifted and
talented students. Other administrative structures (self-
contained classrooms, continuous progress, snd mas-
tery learning) should be pursued as alternatives for
meeting the needs of the gifted and talented.
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REACHING ALL STUDENTS IN A HETEROGENEOU
CLASSROOM THROUGH WHOLE LANGUAGE

Margaret A. Bryant, First-Grade Teacher, Bath, Ohlo

The whole language method of teaching young
children to read is like attending an enormous gourmet

bv et with 26 friends. Regardless of individusl tastesor
dim,thmei;foodforall Who!emlanguageoﬂmthe
same array of opportunities to a coping with a
class of children who have a broad range of abilities and
necds. The typical classroom of t.he 1990’s includes
childrenwith scademic ranging from advanced
or “gifted” to very slow, from children who come from
hmuwbuaﬁaeyhmahadrinhmdvaﬁedexpm-im
to those who come from homes where the main concern
is daily survival. Educators must provids for all of these
children at a time when most school districts are dealing
with tighter budgets, mmtmyfmmtaxpasmnnd
governmential

sgencies, and increasing demands for
. Whole language can provide a founda-
mm-mmmmm

Scne research suggests that “whele language,” a
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vidunlmdmnpwriﬁngmm&nahx@lyeﬁc tive
wayofteaehing children to read (Kitano, : 989;
Trachtenburg 1969: Gambrell & Sok. inle,
1883; Gnmby lmmrmgthepastwym;m
Zeahndhumedthilmﬁhodtotemhmdmganithe
result is an impressive literacy rate. While not s new
concept, whols language has undergone change s re-
saarch has focused on strengths and weskresses, v-hile
methods for implementing it have been generated by
classroom teschers, The state of Ohio produced a pro-
gram for students having difficulty with earlymding
skills. Based cn New Zesaland’s whole language pro-
gram, the Ohio Reading Recovery hudaeu
mented impressive growth on the part of youag children
who were not succssaful learning to read by traditional
basal methods. Follow-up studies suggest that after this
excellent start these children did not facs difficulties
Iater in school (Tunnell & Jacobs, 1969). V'hile there is
mnchevidmmtnmppurtthe@eﬁuoﬂmsnpmnh
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for the slow learner, this article will suggest that whole
language is also a way to provide the challenges for a
smaller but equally important part of the population in
the regular classroom -- the gifted student.
Needo of the Gifted Student
Attention that has previously focused on the handi-
capped student and the slow learner is now beginning to
shmtowardthegzﬁedmden& “Today all but three
states have positions sllocated for state directors of
gifted programs, and 24 states legislatively mandate
service for the gifted” (Parker, 1988, p. 32). This places
new pressure on local districts for often it is the local
district that must pay for the programas. Cost is an ¢ver-
increasing concern to educators as more is demanded of
the public school. However, taxpayers are reluctant to
provide the necessary funds for new programs as well as
the materials and equipment needed to implement
them. “Contrary to popular opinion the gifted do not
ordinarily excel without assistance...like children with
specialized problems, they must have special attention
totheirindividual levels of ability if they are to progress.
Neither an increase in difficulty or a ‘pacing’ arrange-
ment is enough to offer this challenge” (Parker, 1989, p.
32). Kitano(1989) states that this process doesnot mean
the teacher must teach on a one-to-one basis but should
offer a choice of activities that vary from simple to
complex. Many classrooms have students who are able
to learn faster and more than their peers, and it is
important for them to be preserted with material that
will challenge their unique abilities.

While not the only answer, whole language is a
vehicle that can be adapted to provide for children at
both ends of the learning continuum. It provides a basis
for a teacher to engage a class in learning activities that
can be individualized to meet the needs of all. In addi-
tion, it has the advantage of being implemented with a
minimum of cost while the time involved in developing
the lessons can be handled by a busy teacher.

“Big books,” or enlarged versions of popular texts
are the foundation for the whole language program in
many schools. There are many big books available, and
when combined with smaller student texts, can form the
basis for the reading program. While these are initially
expensive, the outlay would not equal that of a basal
series, and the rewards would be considerably greater.

If the teacher does not have access to big books
with multiple copies of student texts, library books can
be used. Once a library book has been read to the entire
class, the children select fifteen to twenty words from
the story that become the focus of that week's work.
After discussing the story line, the class ean break into
smaller groups forindividualized instruction. Each group
then rewrites the story in their o #n words, including the
designated vocabulary, and that story becomes the
reading lesson for the week. This allows the children to
use the book as the basis of the lesson but the teacher
can control the length, content, and difficulty according
tothe needs of the group. A single copy of a book from the
school or public library will provide work for a whole
class.

The Place of Skills
Skills are the foundation of any reading program
It is necessary to teach children to decode words, but
through whole language it is accomplished in context
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rather than in isolation. Skills will be evident in any
book; for example, if the class is learning about blends,
words from the book they are reading can be used for
those lessons. Most stories have words that can teach
any of the objectives inciuded in an early primary
curriculum and the daily lesson can use these words to
foeus on the gkill objectives. For advanced children one
lesson on the akills will probably lead to mastery, while
the remainder of the time can be spent on morechalleng-
ing activities. Extension activities challenge creative
and divergent thinking, extend , end incor-
porate the use of problem solving (Bryant 1987, 1989,
1991). The children who need a different focus can
receive more re-enforcement in their small groups. If
several children are having difficulty with a particular
gkill, the class can be re-grouped for re-teaching activi-
ties.
Classroom Management

Flexible classroom management offered by a whole
language approach is a strong point in its favor. It is
difficult to combine members from different reading
groups when instruction depends upon basal texts be-
cause the controlled vocabularies create vast inequities.
Whole language offers the same basis to all students
and allows the slowest readers to work in a group with
the most proficient students when the focus of the lesson
is general and appropriate, such as comprehension or
sentence structure. The more advanced learner can help
others and the attitude of all students will be less
judgmental, more positive and caring. Children whe
have been allowed to help their classmates benefit from
this experience, increasing their sensitivity tothe needs
of other children. One of the significant advantages of
the whole language approach is the positive effect it has
on the self-esteein of all children in the class
(Trachtenburg & Ferruggia, 1989). When children use
the same material, the stigma of being a weak reader is
removed and academically advanced children do not
feel isolated when their work is not like their class-
mates. A creative teacher can reach all these levels by
developing questions and activities that will provide the
varied academic challenges needed by this diverse popu-
lation. The pace can be adjusted to provide for children
who need more time to master skills while these who
learned the first time do not have to sit through lessons
that offer no challenge. The use of the same book
encourages discussion among all the students, i.iowing
them to learn from each other.

The Disadvantaged Studen:

Whitmore (1982) notes that it is easy “wo recognize
intellectual giftedness in the remarkable higk
achiever...(but it) is not easily recognized .n children
who are not high achievers academically and whodonot
conform to adult expectations for gifted children” (p.
274). Often these characteristics may be overlooked
because children come from disadvantaged backgrounds
and hav~ not had the varied experiences of their more
advantaged classmates. They may lack the language
skills to convey thoughts and experiences, or to frame
questions for observations that they make. It is neces-
sary, therefore, to structure a pxogram that willbuildon
common or shared experiences so strengths as well as
needs of all studente will emerge and can be addressed.

Whole language offers disadvantaged students
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the opportunity to compets on a more equal basis with
their peers. The use of literature helps broaden their
experience and information base while learning to read
in the same way as the rest of the class. When students
are offered a basis that helps them perform equally,
academic strengths that had not been previously dem-
onstrated may begin to emerge. If these children are
offered only basal texts, they may have difficulty relat-
ingtothestories, thus making it more difficult tomaster
basic skills. These early problems foreshadow greater
difficulties in later years. It is important that the early
educational experiences of disadvantaged children nar-
row rather than increase the gap caused by their back-

grounds.
Unit Development

The following unit, based on More Spaghetti, ] Say!
by Rita Golden Gelman, demonstrates how work can be
planned to meet the muitiple academic needs found in
most regular classrooms. The book is available in the
“big book” form, and has student texts. This unit in-
volves the use of these books as an example of the
effectiveneas of these tools. The groups will be indicated
as advanced learners, typical readers and slow learners.

Whole Group Instruction

Astheteacher, introduce a story and lead a discus-
sion about the title, author, illustrator, publisher, and
dedication. Then read the story to the class using a
pointer to help the class follow the text. The first time
the story is read, the class should just listen. If you read
the story with great expression, drama, and obvious
enjoyment, the children will be enthusiastic when it is
their furn to read aloud, and will follow the example.
Point out places in the story that call for special empha-
ses as bold print, exclamation marks, or small print that
suggests softer voices. The children will remember
these visual clues and use them when reading. After
several weeks of this modelling, the students will no
longer need to be reminded to read with expression.

Foliowing Gelman's model, lead the class in a
discussion of the story line, sequence of events and
outcome of the story and allow time for the children to
discuss their favorite pasta dishes. Have the classselect
a designated vocabulary of 15 to 18 words from the story.
Write these words on paper that has been cut out to Jook
like empty spaghetti bowls for display on a bulletin
board. Children will be drawn to the board to read the
words they know and will listen to each other, thus
learning new vocabulary. More adept readers can be
paired with those who need help and can assist with
informal drill instruction.

Each day ask children to point to a word they know.
Even the slowest leamer will know one or two words and
will be able to perform with success as do others in the
class. The actual book should be placed in alocation that
is accesgible to the children for this encourages them to
read it during free time either alone or with classmates.

Havethe whole group each day reread the story for
a different purpose. One session may focus on skills to
be presented tothe whole class, or another may have the
children predicting outcomes if certain words, charac-
ters, or events were changed in the story. The children
also could discuss the style of the illustrator, comparing
it with other books they have read.

Thisiscotusually a quiet activity, but one that will
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generate enthusissm on the part of the students. Read-
ing in unison allows emerging readers to participate
without feeling uncomfortable nbout words they do not
know, as they follow tha pointer from lefttoright and top
to bottom. individual children can be asked to point out
designated vocabulary words or words that illustrate a
reading skill on which the class has been focusing. As
the week progresses the text will become familiar to all
thun allowing the students to do the reading with
support offered only when a word is unknown.

Related Activities

During the week the children can use spaghettior
multishaped pasta in a number of ways:

- Axt projects can be planned that use a variety of
dyed and natural pasta; alphabet letters can be glued to
paper for » spelling drill.

- Spaghetti can be cooked in the room and handled
by the children and words listed to describe its texture
and feel.

- Small pieces of spaghetti can be dropped in a
container of water, and another with club soda or water
mixed with vinegar and baking soda. The children can
observe what happens and form questiong about what
the liquid is and why the pasta behaves as it does.

- The rhildren can measure the length of a cooked
piece of spaghetti with an uncooked piece, and compare
and discuss the difference. As they conclude that the
absorption of water has caused the change, they can
speculate on whether this happens to any other food.
Predictions can be made about the outcome of cooking
vegetables, rice and other foods. Some of these foods
could be cooked in the classroom, and as the results are
observed they should be recorded.

- Brief summaries of class work could be sent home
asking parents to involve their child in meal prepara-
tion to further extend these experiences.

- Making noodles is an excellent activity and the
children will enjoy the experience of mixing and rolling
the dough. The recipe should be written on chart paper
to be read by the students as they work.

- They can compare and contrast the difference
between raw, dried, and cooked pasta. This could be
done as a whole group activity or a volunteer could work
with small groups.

- “On Top of Spaghetti” is a song that the class will
enjoy singing. If the words are displayed in an accessible
location, the children read the words independently
during the day, especially if a pointer is left nearby. Any
activity that involves children with words further ex-
tends the Whole Language experience.

Opportunities for the Gifted

In each of these activities, gifted students have
opportunities to extend and broaden their knowledge.
They will see relationships and contrasts that are not
obvious to more typical lear.:~rs. One strength of this
approach lies in the teacher’s ability to encourage gifted
children to respond in a way that is compatible with
their nbilities. While these children are responding at
higher levels of understanding, the rest of the class is
also learning by listening to their exchange of ideas.
They should, however, have opportunities to work in
groups with others who have similar abilities for it is
important for them to be stimulated by other gifted
children.
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One of the more cbvious advantages of this method
is the learning opporturities for the gifted non-reader.
If a program uses activities that depend on reading
ability, then the strengths of this child take longer to
emerge. In a warm, accepting environment where group
discussion is a part of the daily schedule, children who
are encouraged to observe, question and discuss become
confident encugh to make statements that are beyond
simple factual observations. As the teacher builds an
atmosphere of trust, shy children will become willing to
articulate their observations, aad those divergent think-
ers whose initial comments had little to do with the
questions will begin to channel their observational
skills into more valid, if unusual, ways of thinking.

Small Group Instruction

At this point, the traditional form of “reading
groups” is appropriate. In small groups, slow and typical
lcarners can be offered the instructional strategies
appropriate to their individual needs. The slow learners
can spend the first few minutes of small group instruc-
tional time reading parts of the story and then proceed
to concentrate on the skills that are necessary for them
to master. If reading readiness activities are appropri-
ate in the boginning of the year, they can be imple-
mented at this time.

The typical learners can read the story at a pace
that is comfortable for them so they can focus on areas
of need. When a child encounters a word that is un-
known, it should be recorded so reteaching can occur
later. This can be accomplished by having the children
work with another student in the class or bv taking th:
words home so parents can provide help. As the children
read, the teacher will note those who are having particu-
lar difficulties and address those needs on an individual
basis at the conclusion of the group. By the end of the
week, many of the children will have leamed to read all
or most of the book fluently.

Early in the year it is appropriate for all students,
including the advanced learners, toread out loud as this
provides the teacher with an informal method of assess-
ing the strengths and needs of each child. It is also
important for advanced readersto have opportunities to
read oraily throughout the year, as their modelling will
be helpful to other children. After the necessary assess-
ment has been made, the advanced readers can read an
assignment silently before the group meets in order to
allow instructional time to be spent on other objectives.

One activity that would be challenging and inter-
esting for advanced learners is to work with recipes. The
children can read about different ways to prepare pasta.
The group could collect recipes from family members
and friends and make a pasta cookbook. This would also
provide an opportunity for a lesson in economics. How
much would it cost to print a book? What would be a fair
price? What would be the margin of profit? The children
could compare the price of their book with other cook
books. How does it compare in length? Does that help
determine the cost of the book? A speaker from a print
shop could visit the class and discuss what is involved in
printing a book. Help the childven develop questions
about the process for using colored pictures in texts,
Although the advanced group would make the prepara-
morthisvisit, the entire class would be involved and

it.

Student Involvement in Planning

Advanced learners should decide what they would
like to learn about spaghetti. They could find out how
many different kinds of pasta there are, where it origi-
nated, what country consumes the moet pasta, and why
and how is some pasta colored. Discuss how and where
the answers could be found. Then, as a , decide
how much is reasonable to accomplish during the week,
allowing the children to assist in planning what they
will study.

When children are involved in the development of
their lessons, they have a sense of ownership, heighten-
ing the interest level. Asthe experienced teacherknows,
this does not just happen, but comes about through
careful preparation. Possible questions need to be for-
mulated and areas of study outlined before the group
discussion, so materials will be readily available.

Evaluation

The increasing concern for accountability makes it
necessary for the classroom teacher to measure learn-
ing on a regular basis. The use of paper and pencii
methods at this early age should be kept to a minimum.
It is more appropriate to make daily informal evalua-
tions based on individual participation in group discus-
sions, responses to questions, performance during small
group instruction, and task completion. Formal testing
can be used for the reading skills. Each student should
be evaluated on the basis of individual growth in verbal
fluency, ability to reason, and creative expression. This
allows equal opportunity for all children to demonstrate
their academic growth rather than being limited to test
results.

Conclusion

Whole language will help children be excited about
reading, and the results will be children who are eager
to read. The slow learners will feel that they can do as
well as their classmates, and this feeling of success will
help them learn to read at a faster pace. The abilities of
the advanced learners will be stretched by the planned
activities, and their instructional time will be spent on
new concepts rather than on material already mas-
tered. These advanced students will begin to look at
each topic as an opportunity to learn as the teacher
involves them in planning their work. Although the
basis of their reading is the same as their classmates,
they are expanding it to encompass material that will
instruct and challenge. The children will learn from
each other as they liste:: to discussions of the different
groups. Opportunities will be provided to encourage
leadership skills enabling students to be more tolerant
of the differences of others.

Enthusiastic students pay attention, are easy to
motivate, and are excited about learning while they are
developing alove of reading. Whole language can readily
satisfy appetites large and small, sophisticated or simple,
offering something for everyone.
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GIFTED EDUCATION -TO BE OR NOT TO BE?

Kathy Hagstrom, Parent Council Representative, Edison School for the Gifted, Chicago, Illinois

Billy is the tallest boy. Ben dribbles the basketball
best. Drew goes to speech class for stuttering. Cynthia
sees the L.D. teacher to help her with her dyslexia.
These children all have differences. Some of them are
weaknesses and some are strengths. And then there's
Beb He raises his hand before anyone else. He
ori 1 ebry 1iw work first and it's usually 100%. He asks
’d‘ m 1€yt 7ocative questions. Is he different? Yes.
a7 4144 ¢ Inplain and simpleterms, he's smarter
% iu oy tnd of the children --a lot smarter. So what if
he o g 2x? Someone has to be the smartest in the
roowe. Nducstors make: mmitment that every child
has the opportunity to's . his potential. Does Bob?

Do we have a spediv 1 responsibility to gifted chil-
dren? Must we do something different forthem? We feel
for the Hispanic child who doesn’t understand a world
of English, and we get her a bilingual teacher. Why
don’t we understand tke desperation of the child who
has to always slow down te keep pace with the others.
He wants to run ahead because he is fleet of foot and
thirsty, but there is nowhere for him to hurry to drink.
Why do we not offer to help this child?

One common argument against gifted education is
that the child that is smart will do just fine anyway.
That is wishful thinking. Brain researchershave proved
that individusls with high levels of intelligence or gifted
individuals have biological differences. Neuron and
dendrite activity is more prolific and more energized.
The functioning of the gifted child's brain is different. It
moves faster and with more activity. If the appropriate
environment for stimulating the brain is provided, it
will flourish. Ifit is not, talent can subside, be dormant,
or perhaps lost. (Clark, 1988) How can a gifted child do
justfine if nothing is provided for her. If sheonly hasthe
availability to do what the other children (average) are
doing, it is &8 denial for her special needs.

Lyon (1981) in his article “Our Nation's Most
Neglected Natural Resource,” bemoans the need for
attention to this neglected group of children. He goes on
to explain that government and society have so much to
gain from these children. In 1957, the launching of
Sputnik precipitated a wavering commitment to the
gifted by the Federal goveznment. The fear of the former
Soviet Union's superior space technology spurred finan-
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cial support to education for the academiecally able
sciencestudents. Later, Lyon explains, civil rights came
into political focus and interest shifted from the most
capable to the least fortunate. We realize that educa-
tional funding is affected by interest groups and politi-
cal elements. But we must ask what group might help
the country as a whole.

If we are going to accept there are differences, why
do some get more than others? And what is the return
on the investment? If it costs $5,500 to educate a
student in Chicago, how much extra is spent for bilin-
gual, mentally handicapped, or the gifted? A newsletter
from SENG reported that in 1979 the Federal govern-
ment spent $2.42 for the education of each gifted child
but spent $1,000 for each learning disabled child.

Why are we so willing to accept our football and
basketball stars? We seek them out, we find a special
place for them (varsity team) and we support and
nurture them (pep rallies, cheerleaders, attendance,
and applause). Would we do the same for our most'
academically able? We must find a special place for
them too. One way to do that is tracking. Tracking is
nothing more than children assigned to a group on a full-
time basis for instruction based on their ability level.

Tracking has become a dirty word. Studies by
Goodlad (1983) and Oakes (1985) show that low-level
tracks elicit abominable results. But Oakes reluctantly
admits that students in the upper tracks benefit from
the advantages they receive in their classes. If the other
tracks don't work, fix them. But don't deprive the
students who are flourishing in their environment in
the top track. Feldhusen (1989) also did studies and
concluded, “...that grouping of gifted and talented stu-
dents in special classes with a differentiated
curriculum...leads to hizher acadsmic achieve nent and
better academic attitudes. Gifted and talented youth
need accelerated, challenging instruction in core sub-
ject areas that parallel their special talentsor aptitudes.
They need opportunities to work with other gifted youth.”

Charles Nevi (1990) also supports tracking. He
say, “Tracking is not an attempt to create differences,
but to accommodate them. Not all differences are
created by the schools, most differences are irherited.”

A meta-analysis of 52 studies on tracking was done
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by Kulik and Kulik (1882). Tracking does not have a
negative effect on average and below average students
a8 scme researchers would have you believe, not to
mention its positive effects on above average tracks.
Studies by Van Tassel-Basken (1989) and Tremaine
(1979) suppert the factﬂmtgx&ndstudenmdomdeeddo
better as a result of gifted programming.

Putting research aside, homogeneous grouping is
done because it is the most efficient way to teach. When
a teacher sees a continuum of talent in her classroom in
math or reading, she forms as many groupe as she has
time for, to meet the diverse needs. This problem is
magnified when we encounter the gifted child. The
gifted child's asbilities cannot be met in the normal
classroom just as the mentally handicapped cannot be
met. When you are looking at the top 3%, or the bottom
3% of the population, it is unreasonable to consider that
their needs can be met in the realm of the regular
classroom.

Here we are at the close of the twentieth century
and we are overwhelmed by the ills of society, the
devastation of the planet, economic failure, poverty,
crime and...need I go on? It's depressing. But there’s
hope, and it's found in a resource we haven't properly
tapped — our gifted children. I'm putting my money on
them!!
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FROM OWNERSHIP TO ALLSHIP:
BUILDING A CONCEPTUAL FRAMEWORK FOR
EDUCATION OF THE GIFTED AND CREATIVE

LeoNora M. Cohen, Seniior Lecturer with CHIP Unit,
University of Melbourne, Melbourne, Australia

To unite the bits and pieces of fragmented prac-
tices that characterize the field of gifted education and
to explain the complex relationships that underlie the
distinctive nature of the gifted/creative child’s develop-
ing intelligence, theory development is essential. It also
provides an heuristic for research and makes it possible
for us to explain optimal development for all children.
Clearly, theory development is critical to progress in the
field of gifted education—and all education.

THE FOCUS

Giftedness is simply optimal development within
any theoretical view. Existing theories dealing with
cognitive develcpment or intelligence may be abie to
explain giftedness as “optimal universal development
leading to mastery, actualized or potential.” Universal
means development that occurs in all children in all
cultures, without specific training, such as representing
ideas with words or symbols, classxfymg or serializing.
The greatc-t difficulty comes in explammg novelty
(something new) and creativity, which iz defined as “the
production of something new or rare of value, wherein
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both the self and the field of endeavor are extended or
even fransformed at mature levels, and there is a
discontinuity with what was before a change in context.”
(See Bateson, 1979; Cohen, 1985, 1989, in press-a;
Feldman, 1980, 1982, 1988; Goswami, 1988).

Focus on Theories of Creativity

Mcst definitions of giftedness in adults involve
creative productivity. We need to understand where
giftedness must lead—the bridge between schoolhouse
giftedness, or doing well in academic aregs (Renzulli,
1986), and adult productive creativxty (Siegler &
Kotovsky 1986). We must recognize that the creativity
inchildhood is connected to, yet differs from, the creativ-
ity exhibited by extraordinary sdults whose contribu-
tions improve and transform the world. There is a
continuum of creative behaviors that accounta for these
similarities and differences (Cohen, 1989). We need to
understand how tc support development in children, so
that they can become productive, creative adults. In
fact, the development of c. eativity should be the pur-
pose of education because, by supporting creative devel-
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in children, we effect creative productivity in
adults, which effects the betterment of society.

Focus on Intelligence as Adaptation

Giftedness, talent and creativity all relate to the
notion of intelligence. Intelligence is the capacity to
adapt (Piaget, 1980). Giftedness, as optimal universal
development, allows theindividual to adapt morereadily
because he can better anticipate possibilities. Talent,
optimal non-universal development in a specific do-
main, constructed through appropriate instruction at.
the right time, such as chess (Feldman, 1980,
1982), is a high form of adaptability that allows one to
master a specific field at a level that enables him to
extend that field by recognizing gaps, discrepancies, or
conflicts in it. 'I‘hxsbnngaustothehxghmlevel that of
creativity. Creativity relates to intelligence and adapta-
tion because creativity is an adaptive function in which
the individual changes his immediate circumstances or
the worid (depending on the power of the creative act),
to adapt to his or her frame of reference (Cohen, 1985, in
press-a; Feldman, 1982, 1989; Gruber, 1981, 1989). This
is adaptation in the reverse—the world adapts to the
individual instead of the other way around.

Theories of intelligence must therefore be included
in any discussion of optimal development of mind.

Frecision of Definitions
Most of us do not share common meaning—even
when we share common vocabulary. The term gifted-
ness, for example, is bestowed upon individuals for
many reasons, ranging from extraordinary past accom-
enta or an IQ over 130, to doing well in an area
valued by cne's culture or society, or to the one I
proposed earlier—that of actualized or potential opti-
mal universal development leading to mastery. I have
classified the various definitions of giftedness into eleven
different categories, and even within categories there
are subtle variations (Cohen, 1889). A compendium of
these terms would be a valuable contribution to the
field, particularly if these definitions could be unified, or
an agreement made to appreciate the differences.

WORLD VIEWS: A CONCEPTUAL LENS

“The world is always perceived through the lenses
of some coneeptual network.” (Overton, 1984, p. 10).
When looking at theories of creativity and intelligence,
it is essential that we recognize our own conceptual
lenses and the world views they provide, because our
observations are never free from personal interpreta-
tion.

For Overton (1984), only two such world views
exist that are integrative: the mechanistic and the
organismic. According to Lakatos (1978), both of these
have certain, irrefutable aspects-—the “hard core,” char-
acterized by a root metaphor, and the “positive heuris-
tie,” the source for research and derivation of theories.

The mechanistic world view has a machine as its
central metaphor; and stability, fixedness and regular-
ity as its hard core. The positive heuristic is reductive,
finding the cause. It is focused on the present, and views
change as continuous. Explaining change presents a
problem.

The organismic conceptual lens has a living thing
as its central metaphor and, as its hard core, a view of
the world as dynamic, active, and changing. The posi-
fwe heuristic employs holistic analysis by which the
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organization of the structure can be inferred. It is
focused on the future (a longitudinal, or becoming
view), and change is perceived as discontinuous. Ex-
plaining stability presents a preblem. Theories that
have common central cores and a common conceptual
lens can be thought of as “families of theories” (Overton
and Reese, 1973), because they share these central
notions and are thereforerelated. Building theory “fami-
lies” is an important first step; however, it may be very
difficult to bring together the two major theory families.

A;:d Never the Twainm Shall Meet: The Problem
of Incommensurability

According to Overton (1982), these conceptual
framewuorks are irreconcilable - conflicting ideas. Any
attempt at compromise destroys the core integrity of one
of the conceptual lenses. The hard core and pesitive
heuristic of one world view must be given up (Overton,
1984). Creativity is the perfect avenue for determining
which metatheory provides the most complete explana-
tion.

Organismic theories deal with universal struc-
tures and help us understand the direction and srgani-
zation of creative development. They offer a }ecoming
view. Because these theories accept qualitative and
discontinuous changes, creative leaps or insights donot
have to be explained as the effects of antecedent or
contingent causes; but creativity requires variation,
non-universal systems, non-linear pathways and an
incredible coincidence of confluent factors in order to
reach extremely high levels (see Feldman, 1982). Be-
cause mechanistic theories focus on environmental fac-
tors, we need them in order to explain the conditions
necessary for creative development and individual varia-
tion. Mechanistic theories focus on the here-and-now, a
cross-sectional, or being, view.

Need for Integration

To resolve the issues of directionality, organiza-
tion, individual variation, non-linear pathways and
environmental factors, we need to integrate their con-
ceptual frameworks. One way is to consider others’
attempts to use this approach, such as Koestler (1964)
who mixed the world view of mechanistic/associationist
with that of organismic/psycheanalytic. Resolution might
also be seen in theories that appear to straddle both
camps, such as in the biological approaches employed by
Clark (1988) and Gardner (1983). Some theories have
hard-core central metaphors that differ from the re-
search heuristic. For example, Freud's formulation of
change through stages was organismic, but his research
heuristic was reductive. We could also approach resolu-
tion by considering the differences between competence
and performance, the mechanistic view affecting the
performance beyond rate and terminal levels (see
Overton and Newman, 1682),

Discontinuity, Purpose and Causality

The greatest possibility for resolution lies with
three conceptions: discontinuity, purpose and causality.
The organismic conceptual lens accepts discontinuity as
central. Muchanistic theories stress continuity, by try-
ing to find the antecedent cause for each novelty.

The organismic world view accepts final causes as
essential to explaining both stability and direction,
because they define the organization of change that is
directed toward an end point or highest level. Final
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causes are self-regulating and inherent in the organism
(Overton, 1982).

In creativity, a special case can be made for inten-
tionality as a final cause, because it is directed toward
the construction of novel, useful ideas, products or
processes, as well as individual points of view. The
organismic world view can embrace the notions of pur-
pose and directionality as final causes; but mechanistic
theories do not accept final-cause notions, so explaining
purpose and direction is a major difficulty.

Creative individuals interact with aspects of their
environment, selecting and assimilating elements that
support the development of their systerq. Elements
that are too foreign ure ignored or denied. Thus, envi-
ronmental factors cannot be causes, but they can affect
the courses taken.

The organismic world view, with its concern for
systems, organization, rules and direction, has a broad
perspective on development (an inclusive viewpoint)
and can describe the structuring of the creative
individual’s purposeful efforts toward a creative prod-
uct. Although the mechanistic world view is necessary
to get the whole picture, my theory is that the .rganis-
mic lens can incorporate and frame the mecha:ustic (a
micro viewpoint), with its concern for specific observ-
able behaviors and small units.

If authors of theories perceive their conceptual
frameworks or world views, they can select other theo-
ries compatible with their own and begin to work within
a common frame to unite members within the same
family of theories. Then, bridges between the two major
conceptual frameworks can be actualized, perhaps us-
ing the three core notions discussed above.

PERSPECTIVES FROM OUTSIDE THE FIELD

Gifted education suffers from in-breeding. T'oo
often, the same groups of experts and/or their students
present at major conferences, are published in TAG
journals, and hold offices in various organizations con-
cerned with the gifted. In order for us to gain perspective
on the field, so that we can build theories, we must step
outside of it. Piaget (1981) stated that a person should
read around a subject once he becomes very knowledge-
able about it, rather than in the subject.

Perspective irom Different Disciplines

Having acquired a sizeable body of knowledge in
the fields of giftedness and creativity, we must now
begin looking at the development of intelligence, gifted-
ness, talent and creativity from the perspectives of
anthropology, the various psychologies, neurobiology,
economics, business, politics, artificial intelligence, phi-
losophy, neurobiology, physics and etc., in order to
enrich our conceptions and gain perspective. Fetterman
(1988), Rubenson and Runco (1990), Storfer (1990) and
others have already made efforts in these directions. We
need to make concerted efforts to invite individuals from
related disciplines to work with us and to share exper-
tise, to fertilize our field and grow toward understand-
ing the optimal development of mind.

Different Cultural Perspectives

We need to be cognizant of the perspectives that
are formed by the tacit infrastructure of cultural beliefs
and values that Bohm (1987), Hall (1977) and others
suggest frame our views and our theories. We see what
we want to see and hear what we want to hear. Under-

standing the influence of these beliefs and values jllus-
trates thei of considering philosophical posi-
tions beyond the western-industrial, for example.

Historical Perapectives: Standing on the
Shoulders of Giants

Theories are built on the works of those who have
gone before us. “We stand oa the shoulders of giants.”
(Gruber, 1989, citing Sir Isaac Newton). We must care-
fully examine earlier theories, to determine which as-
pects have relevance to our unified theories. These
theories must be compared to one another by examining
core world views held at the time theories were founded,
such as whether the world is regular and stable, or
whether it is always changing.

A Circle of the Disciplines

Theorizing about optimal creative development
reminds me of the fable of the blind men and the
elephant. No single person can grasp the whole of a
theory for such a complex topie. One theorist explains
aspects about the process, another focuses on the per-
son, a third attends to educational applications.

Gruber and Voneche (1977) explain Piaget's anal-
ogy of the “circle of the sciences” (a linear hierarchy
twisted into a circular form showing the proximal rela-
tionship from one science to another) and transform it to
acircle of the disciplines, with “ereative borrowing” from
one discipline to the next. This illustrates that there are
natural relationships and affinities among nearby dis-
ciplines, and that utilizing conceptions from another
discipline by taking a quantum leap out of one's own
frame of reference allows for creative breakthroughs
(see Goswami, 1988). In addition, networking occurs
across and throughout the cirele, not just between those
disciplines that are next to each other in the circle.

CRITERIA FOR A THEORY

Appropriate criteria are needed to effectively as-
sess the value of existing efforts, separate theories from
program applications, and give direction in developing
theories. A set of criteria that I proposed in 1988 was
divided under four broad categories: the nature of the
gifted child; education and identification; framework of
the theory; and criteria for analysis and evaluation of
any theory related to the education of the gifted and
creative. (The list of criteria is too long to include here.)

Analysis of One’s Own Theory

The next step would involve careful analysis of a
given theory on each of the criteria, preferably applying
the criteria to one’s own work. Theories within each of
the two families of world views should first be analyzed
along criteria proposed for theory selection and develop-
ment (Cohen, 1988). Each theorist could determine
what is missing in his or her own theory and seek data
from other theories within the same conceptual frame-
work that would complement and enhance it. Theories
could then be clustered into families, to form syntheses
that would focus on either the organismic approach,
wherein systems interact, or on the mechanistic ap-
proach, in which specific conditions, short-term prob-
lem-solving steps and influences of heredity are exam-
ined.

These two giant frameworks, each of which now
contains a synthesis of theories related to giftedneas,
intelligence and creativity — one organismic and the
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other mechanistic — must then be integrated. This is a
difficult process, because it cannot be completed with-
out violating the central notions of one or the other of
these theoretical world views. (Overton, 1984).
Another option would be to compare theories by
ranking them on their criteria, perhaps using a chart
with the criteria on one axis and the theorists on the
other. The most powerful theory would have the great-
est explanatory power, organize the most data, serve as
an heuristic for research, and be characterized by par-
simony, coherence and aesthetics. It would meet the
majority of the criteria to the fullest extent. In short, the
theory with the highest point total would probsably be
the most useful. Although this process might be effi-
cient, it could negate a very important aspect—that of
the personal relationships theorists must form in order
towork creatively with one another toward a metatheory.

Analysis of Theories from the Past

Historical explanations of intelligence (e.g., Galton,
Binet, Spearman, Thurston, Guilford, Vernon, Cattell)
or earlier theories of creativity could be analyzed by
plugging their individual criteria into the preceding
process. Surely, some of the theories of these early
workers had highly ussble notions that could be synthe-
sized into a broad theory for gifted education. For
example, Rank’s (1932, 1845; in Menaker, 1982) theory
of optimum personslity development of the artist has
considerable implication for child rearing practices, but
has been largely ignored.

Extending or Modifying a Theory

A theory is like a structure (Piaget, 1970) that is
characterized by:

1. Wholeness: The principles of the theory all fit
together into a coherent, logical whole;

2. Self-regulation or maintenance: The principles
and boundaries of the theory are firm and clear, provid-
ing a framework for integrating new data and giving
stability to the whole;

3. Transformation: Aspects of the theory change to
accommodate discordant data.

We can determine whether or not a theory com-
prises these properties by evaluating it, using the crite-
ria provided.

Combining Theories

Metatheories that combine elements of existing
theories could be constructed, particularly if they share
commeon conceptual lenses (the same central metaphors
and research heuristies) .

THE PROCESS QF

GROUP THEORY BUILDING

Noindividual today can grasp the “wholeelephant”
of the optimal development of creative intelligence. It is
simply too big for one person to see, especially when we
begin to realize the complexity and multifarious per-
spectives that are needed to understand even a single,
creative mind! Yet, once theories are appropriately
analyzed and characterized as belonging to specific
families of theories, a group of theorists could conceiv-
ably do so, if committed to helping one another build a
metatheory.
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From Ownership to Allship

To work together in such a fashion requires build-
ing a group of individuals who are willing to go beyond
their own needs to benefit everyone — from ownership
toallship. Most theorists have worked for many yearsin
a particular field. Their egos are involved, as well as
strong points of view. To let these go could threaten their
individual frameworks; therefore, a sensitive, caring,
responsive atm must be created so that indi-
viduals can do the most difficult of creative things: give
up less effective ways of thinking! As Gruber (1981)
noted, the difficulty lies not so much it having great
ideas, but in negating ideas that no longer work.

MACRO FRAMEWORKS
Four theoretical frameworks can serve to bridge
the organismic and mechanistic world views described
above. They are quantum theory, systems theory, devel-
opmental theory, and chaos theory. A very brief look at
each of these will give a perspective on which notions are
particularly useful.

Quantum Theory

Idealistic interpretations of quantum theory can
combine the mechanistic (stable, being) and organismic
(dynamic, becoming) world views of creativity through
the interpretation of intelligence as consisting of both
classical and quantum modes. The classical mode forms
memory and biases thought toward the habitual. The
quantum accesses concepts that exist in the transcen-
dent archetypes of the unconscious mind. Creativity in
a quantum frame-wvork is focused on both being and
becoming. Ithas amechanism, butevolves unpredictably,
like a living thing, and behaves predictably and
unpredictably. Useful concepts include the quantum
jump as analogous to th~ discontinuity of the creative
“Aha!” e«perience. Also useful are notions of non-local-
ity, the tangled hierarchy of self reference, and the
application of the uncertainty principle to human
thought. For example, the content of thought relates to
particle position, but the direction of thought corre-
sponds to momentum. The idea, that thought springs
from underlying levels of unconscious order into mani-
festation through the classical mechanism of the brain,
holds the most promise as an explanation of creativity
and giftedness. (Ambrose, 1990).

As it relates to discontinuity, causality and pur-
pose, the quantum theory clearly embraces discontinu-
ity. It cannot be traced during the actual jump; it is
either in one position orthe other, but never between the
two.

As we relate the quantum theory to causality, we
encounter the concept of unpredictability. We can make
electrons jump by providing energy, but it is not possible
to predict specifically when electrons will jump. This
parallels the planning of programs for gifted and cre-
ative youth. We can provide general operative enrich-
ment and acceleration opportunities for such students,
but cannot predict when a particular student will be-
come creative.

Purpose is more difficult for quantum theorists to
accept, because they view quantum jumps and creativ-
ity as much less directed. Perhaps it is helpful to think
of purpose as a classical process that complements the
quantun: process.

For more background on the quantum theory, the
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reader should review Goswami's (1988) article.

Systems Theory

Interacting, open, dynamic systems allow us to
conceptuali~s the complexity of the creative individual
mhissodalmdphmealenvmmhopensystem
is a set of components characterized by:

a) organization;

b) boundaries;

c) the whole system is more than the sum of its

d) the whole system maintains itself by exchang-
ing energy with the environment, and either evolves or
becomes extinct (von Bertalunaffy, 1967; Land and
Kenneally, 1977).

Each system is composed of smaller systems and is
part of larger systems, all of which are interactive. The
systems theory is an interdisciplinary model of organi-
zation that explores structural similarities across fields,
serves as a vehicle for integrating, and generates nar-
rower theories.

Systems theories, because of their attention to
differences and similarities among sub-systems, allow
analysis of relationships, explain how changes in one
system affect other systems, and focus on the different
content, conflicts and principles of each system. Sys-
tems theories allow for equifinality, in which different
routes may be taken toward the same end; this is useful
in creative development, which deviates from the linear
path typical of stractural theories. There is an exchange
of material energy during the build-up of order and
organization. Destructuring is viewed as indicative of
reconstruction and transformation, which are integral
to the creative process. (von Bertalanaffy, 1967; Gruber
and Voneche, 1977; Khatena, 1979; Land & Kenneslly,
1977) . These aspects make systems theories particu-
larly useful in explaining optimal and creative develop-
ment.

Several theories relating to optimal development
are already fitted into the systems framework. Theo-
rists such as Clark, Cohen, Feldman, Gruber and Jellen
already describe their views as essentially systems
theories. Systems theories are organismic because of
their core notions of change and activity, but the need
for recursion to micro-level views allows for the inclu-
sion of mechanistic theories.

Related 1 ) three pivotal notions of discontinuity,
causality and purpose, the systems theory embraces
discontinuity through disintegration for transforma-
tion and energy exchange, both of which are useful in
considering creative development. Central to the sys-
tems theory is the idea that the system must either
evolve to the highest level or decay into entropy. This
principle could integrate purpose, the setting of goals
and the work toward achieving thein, in optimal cre-
ative development. Causality is always framed by the
concept that the system interacts with other elements
and systems. Therefore, the complexities of multiple
variables and other possible interactions make cause-
and-effect associations difficult to explain.

Developmental Theories

Developmental theories are useful, because they
focus on both the structure and the function of systems
as they evolve. Developmental theories are organismic,
in that they view the world as dynamic and constantly

changing. Thus, developmental theories would be most
theories; how-

developmental theories could assimilate aviawofthe
tion at a given moment, a mechanistic view
that is focused on the present.

Development means that the individual goes
thmghmm,dxmlmhmmd'mm
over an extended span of time, each level modifying the
way he views the world. This is the structural aspect.
There is also the functional aspect—how the individual
changes to higher levels of structure—viewed as a
process of construction. The structural and functional
aspects of development have been addressed in the
works of Piaget, who focused on universal cognitive
development, that is, development that occurs in chil-
dren of all cultures, without specific training. Many of
Piaget's theories can be applied to adults and to systems
other than the cognitive.

Several key ideas from developmental theories are
useful in organizing other theories, particularly those of
the organismic family of theories:

1. The individual is active, assimilating and ac-
commodating those elements that relate to his own
idiosyneratic organization. Neither heredity nor envi-
ronment directly causes development, but interaction of
the individual in the world does. The creative individual
is active, purposefully seeking resolution; he is not
merely a passive recipient.

2. Competence signifies the highest level that a
given organization can accomplish. This can be applied
to systems other than the cognitive. Optimal develop-
ment implies highly competent systems.

3. Equilibration can be thought of as occurring
internsally to the individual, in each of several systems.
Equilibration is Piaget's (1977) avenue for explaining
cognitive structural change, a balance among events in
the environment (social, physical and/or mental), and
changes in the organization of the individual as to how
he deals with these events. This mechanism can explain
how systems change over time.

4. All structural growth is based on conflicts,
disturbances, contradictions, or gaps in the organiza-
tion or knowing systems. Conflict can also be thought of
as the source of development in other, internal systems.
Conflict is inherent in all organismic theories, except
the humanist. When the creative individual perceives a
gap, lag or conflict at the “edge” of a field, purposeful
effort toward a new solution becomes activated.

6. Time is required in order for development and
creativity to occur.

6. Intelligence is the capacity for adaptation —the
more highly adapted, the moreintelligent. The moreone
can cause the environment to adapt to the individual
because of the value of products or ideas created, the
more creative one is.

Developmental theories relate to the three con-
cepts of discontinuity, causality and purpose in the
following ways: Developmental theories clearly em-
brace discontinuity, particularly through “reflective
abstraction,” Piaget’s mechanism for movement from
one level to another. In the reflective abstraction, the
individual constructs a relationship not inherent to the
slements which he is putting together—a discontinuity
with that which precedes it. As it relates to purpose,
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Piagetst&oryemhramtheﬁnal-musanoﬁonofthe

“ever widening spiral of knowing,” in which each equili-
bration leads toward a higher and wider level of under-
standing, and development procseds toward the highest
level of equilibration possible. Piaget’s theory, like sys-
tamstheones,doesnotclearlyexplamdnectanmdent
causes, because the individual is slways viewed as
interactive with his environment. This theory has led
me to consider cause in terms of catalysts or influences.

Chaos Theory

Chaos theory, the new theory of non-linear dy-
namic systems, appears to encompass quantum, sys-
tems and developmental frameworks (Sterling, 1990).
The human mind, viewed as a non-linear dynamic
system, is subject to chaotic dynamics. This means that
nuances, dependence on initial conditions, reiteration,
recursion and fluctuations are characteristic of such
systems. When a nonlinear dynamicsystem is pushed to
a state that is far from equilibrium, it can spontaneously
self-organize at higher levels of complexity. Intherealm
of creativity, this corresponds to the “Aha! “ phenomena.
Another important aspect of chaos theory is scaling
phenomena, which demonstrates similarities among
the various levels of complexity. For example, the long-
term creative process is structurally similar to the
moment of inspiration, in the same way that the struc-
ture of a tree is reflected in the structure of branch, twig,
and veins of the leaf.

Chaos theory represents an emerging world view,
which can resolve the questions and tensions that arise
when creativity is viewed either from a mechanistic or
an organismic perspective. Chaos theory is determinis-
tic. Systems develop and change as a result of heredi-
tary, environmental and personality factors, as well as
random chance—all of which are causes of creativity.
Chaos shares this cause-and-effect orientation with the
mechanistic view, although chaos theory rejects the
possibility of prediction, based on the dynamic interplay
of any system with its ever changing set of initial
conditions. This fundamental unpredictability frustrates
the researchers who are working to define a set of traits
or circumstances which, if a child manifests them,
would guarantee his becoming a productive, creative
adult.

Chaos theory shares with the organismic family of
theories the idea that future purpose influences or
causes creative behavior. Unlike the mechanistic para-
digm which states that cause must precede the effect,
this new world view acknowledges that future goals
profoundly affect the “initial conditions” of the creative
individual.

Finally, and most importantly, through its de-
scription of how dynamic systems can spontaneously
self-organize at a new, higher level, chaos theory is a
major breakthrough toward an explanation of how nov-
elty arises (Sterling, 1990 pp. 23-24).

As it relates to discontinuity, chaos theory bridges
the dis 'ment of discontinuity and continuity by
acceptir.. _cterminism-—a continuous focus—yet recog-
nizing that prediction is not possible. As it relates to
causality, the same determinism clearly spells out causal
linkages to initial conditions, as well as the acceptance
of heredity, environment and chance as causal; but
chaos theory accepts the unpredictability of specific

changes or behaviors, which limits causes to generalor

theoretical applications, not specific cases. Chaos theory

does not see purpose as a final cause; rather, purpose

resides in the initial conditions, which are eonstandy

being revised—more a pushing, than a pulling, effect.
SUMMARY

‘Iheseframemhmdimeswmxldhelpthefield '
build a metatheory to explain the development of opti-
mal creative intalligence. Such a metatheory would be .
central to the education of gifted and creative youth, We
need to focus on theories of creativity and intelligence;
and the precision of definition is essential. Any theory
must be built on both past and current works.

Our awareness of the conceptual lens of each
theory is critical. Theories can be grouped into two great
world views—the mechanistic and the organismic. The
organismic framework holds more promise to become
the macro set. Although bringing these two frameworks
together poses some problems, doing so is integral to
understanding creativity and optimal development.

Perspectives from outside the field are critical in
order to gain a sense of the whole, i.e.: using the
metaphor of a “circle of the disciplines.” Use of criteria
to evaluate theories is helpful. The group building
process is fundamental—the going from ownership to
allship. Creating a safe and beautiful setting, providing
opportunity for participants to own the problem, setting
a tone of respect, collaboration and dialogue, as opposed
to debate, are essential in the building of a macrotheory.
The four theories considered above may provide valu-
able bridges—within given families of theories and
across the two major world view families.

I would be grateful for ideas or suggestions from
readers regarding this theory-building process. Together,
we can provide possibilities for great leaps forward in
our field. It is an honor to be represented here and to be
able to continue to work to build the conceptual frame-
work needed for the advancement of our field.
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For forty-odd years in this noble profession,
I've harbored a guilt and my conscience is smitten,
So here is my slightly embarrassed confession.--

I don’t like to write, but I love to have written.

Michoel Kanin

MY LIFE AND HOW IT GREW

Julian C. Stanley, Jr, Director of Study of Mathematically Precocious Youth, (SMPY),
Johns Hopkins University, Baltimore, Maryland

The Background Years

The period that made a great difference in my life
lasted 44 months. It began on January 6, 1942, lessthan
amonth after the Japanese bombed Pear] Harbor, when
I “beat the draft” by enlisting in the Chemical Warfare
Service. My Army Air Corps service ended on Septem-
ber 6, 1945, 18 days before I began course work toward
a master’s degree in educational and vocational guid-
ance and counseling at the Harvard Graduate School of
Education. That “stritch” as an enlisted man in a
service outfit, 28 months of it overseas in England,
Algeria, Italy, and Corsica, changed me from a routine
high-school teacher to a frenetically achie 'ement-moti-
vated g. -duate student who ever since has found his
greatest professional satisfaction in study, research,
writing, and other scholarly activities.

In a small-city school system in a suburb of At-
lanta, Georgia, where academic competition was slight,
I had skipped the fourth grade. In high school I was
studious but not scholarly, taking four years of Latin,
physics, chemistry, etc., and making excellent grades
but not doing much extra work in courses. I managed to
be graduated as the “best all-round boy” in a class of 177
students while still 16 years old, because my birthday
occurred inJuly and there were only 11 grades. The year
was 1934, in the middle of the Great Depression.

1 could claim that lack of money drove me to the
nearby unselective State-supported residential West
Georgia Junior College rather than a more appropriate
institution such as Emory University or Harvard, but
that would be untrue. Ironically, my father was much
more prosperous from 1933 onward than he had been
earlier. My under-aspiring was due to lack of initiative,
poor judgment, and great desire to get away from home.
Also, I had no suitable scademic models or advisers.

As I look back now, the two years at junior college
were fairly well spent, even though I had to study too
little to make B’'s and A’s. Good teachers were plentiful
in those days, and the school had a number of them. The
social life was really heady for me, and I had all the time
in the world for it. I received a junior-college certificate
while still 17 and felt infinitely learned, but my bad
academicjudgment persisted. A friend at the only teach-
ers college in the state (then South Georgia Teachers
College, now Georgia Southern University) persuaded
me to enroll there that summer.

Except for organic chemistry and one other sub-
ject, this proved to be an intellectually uninspiring
atmosphere, so I took extra courses (as, oddly, I had also
done in junior college) and completed requirements for
a B.S.Ed. degree in August of 1937, one month past my
nineteenth birthday. A history professor suggested
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graduate school at the University of Chicago to me, but
that subject was not appealing enough at the time. My
other professors assumed that the main, and perb-ps
the sole, purpose of a teachers college was to produce
public-school teachers.

I did not bother to debate the topic even with
myself, but took the line of lenst resistance and set my
mind to getting the best available position as a high-
school teacher. The Fulton County (Atlanta) School
System saved me from entombment in a small south
Georgia town; there I taught a total of ten different
subjects, including science and mathematics, for four
and one-half years. At the time of my departure for
military service 1 was 23 years old.

That brings me back around to the long period
during which my ambition grew and I came to see the
life of student and scholar as preferable to that of
routine teacher. Inretrospect, I am glad that the assign-
ment to Officer Candidate School (OCS) came too late,
after 1 was already in England, and I remained an
enlisted man--top rank, staff sergeant--throughout the
war. The utter intellectual vacuum of an isolated com-
pany storing mustard gas and handling incendiary
bombs gave me time to think. The petty indignities to
which any enlisted man is constantly exposed made me
determined to rise in the occupational hierarchy after
the war. I am particularly glad that ten months in
Algeria, where 1 was a company clerk, and ten on
Corsica as the Wing Chemical NCO were virtually
devoid of stimulating activities, other than opportuni-
ties to read a great desl, learn to touch-type, and take a
couple of USAFI courses.

Upon my return from overseas in late 1944, I was
soon transferred to Third Air Force Headquarters in
Tampa to wait out the war --but not before I delved into
some career materials at the returnee center in Miami
and decided to study guidance under the “GI Bill" at a
great university such as Chicago, Columbia, or Harvard
as soon as the war ended. I htd chosen undemanding
colleges too often before. At least, this error of judgment
could be avoided as & graduate student.

It occurred to me, of course, that with my eight-
year-old degree from a less-than-illustrious teachers
college I might find the cwricula at a major university
difficult, but I chose Harvard (because to me it seemed
the most prestigious of the lot). I was a well-conditioned
27-year-old and worked furicusly, We early ex-Gl's
brought consternation to regular-age Ivy League stu-
dents because of the vigor, seriousness, and effective-
ness with which we attacked every assignment.

By the end of the first semester it became obvious
that work at the Harvard Graduate School of Education
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was readily accessible to me and fascinating. I discov-
ered educational psychology, including measurement
and statistics under Professors Truman L. Kelley and
Phillip J. Rulon. The second year I continued, aided by
a 8600 fellowship (tuition then was $200 per semester!),
the GI Bill, and a half-time instructorship in psychology
at a local municipal junior college. That year I took ten
psychology courses, wrote ten term papers, and made
ten A's. The pattern was firmly set. I had received the
Ed.M. degree in 1946 in educational and vocational
counseling and guidance, after two semesters of study.
The Ed.D. degree in experimental and educational psy-
chology came after three more years, during the last of
which I was an incredibly hard-working full-time in-
structor in education at Harvard.

The intellectual vacuum of the war interacted with
the lure of 44 months of GI Bill support to launch me into
the university orbit. Withcut both I probably would
have retired from public school teaching in 1967 with 30
years of routine service. It seems most unlikely that |
would have been the author or editor of 13 books and
some 450 other published items, or active in national
professional associations.

The Rise of SMPY

Sometimes I view my life in five phases: 1918-
1942, growing up and teaching in high school; 1942-
1945, the war; 1945-1949, graduate study; 1949-1971,
educational psycholcgy, especially statistics, testing,
and experimental design; and 1971 to the present,
finding youths who reason extremely well mathemati-
cally and helping them get the speecial, supplemental,
accelerative educational opportunities they sorely need
and, in my opinion, richly deserve. Although not quite
the “five faces of Eve® schism, this partitioning does
sometimes leave me a bit amazed about how the five
Julian Stanleys differ. I don't always recognize the other
four asbeingI. It is almost as if I have lived five different
lives. Each in turn has had some distinctly interesting
aspects, and I can see how each has led logically to the
next stage. I enjoyed the challenges of creating the
Laboratory of Experimental Design and training a large
number (about 18) of Ph.D. degree recipients in statis-
tics and measurement during the years 1961-1968 and
duving research in those areas myself. Probably my
greatest satisfaction, however (but not greatest profes-
sional recognition) has come from the Study of Math-
ematically Precocious Youth (SMPY), which arose rather
adventitiously in 1971. The events leading up to it may
be worth sketching.

How SMPY Started

During the summer of 1968 there was held on the
Homewood Campus of the Johns Hopkins University a
program about computers for junior high school stu-
dents. One of thess, who had recently comploted the
seventh grade, was Joseph Louis Bates. He knew much
about computers and helped some graduate students
with their use of the Fortran computer language. His
knowledge and performance so impressed one of the
instructors, Doris K. Lidtke, that she cast about for
someone to help Joe. Ms. Lidtke had heard of me. She
called and told me about 12-year-old Joe.

I was busy that summer and fall, and therefore did
not talk with Joe until January of 1969. He seemed so
able and advanced that | administered several difficult
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tests to him including the Scholastic Aptitude Test. His
scores were remarkable. I might have half-believed ho
was the ablest kid in the United States, perhapsoneof
a kind, had I not known of Leta Hollingworth'’s above-
level testing during the 1920s and 1930s (Stanley,
1990).

1t was obvious toJoe, his parents, and me that just
entering high school as a ninth grader in the fall of 1969
would not provide nearly enough advanced subject
mattar for him. I tried to find a public or private school
in the Baltimore area that would let Joe take mainly
eleventh and twelfth grade honors courses, but encoun-
tered strong disbelief that he could handle them weil.
Finally, in desperation, I suggested to Joe and his
parents that perhaps he might become a regular fresh-
man at Johns Hopkins that fall at age 13 (he was born
in October) and take a light load of subjects likely to be
relatively easy for him: 13 semester-hour credits of
physics, honors calculus, and computer science. We
were apprehensive about this, but willing togiveit atry.
I approached Dean Carl Swanson and described Joe's
abilities without telling him Joe's age and grade. The
Dean was impressed. When I told him that Joe was just
13 years old and had completed only theeighth grade, he
didn't turn a hair, but just exclaimed, “Tell Brinkley [the
Johns Hopkins Director of Admissions] I said admit
him.”

That first semester, Joe astounded all of us with
his fine grades, achieved without undue effort. He went
on to receive his B.A. and M.A. degrees in computer
science and begin advanced graduate work at Comell
University while still 17 years old. He earned the Ph.D.
degree in computer science. Currently, Dr. Bates is a
researcher in computer srience at Carnegie Mellon
University.

Another youth, as able as Joe, heard about this
early admission and insisted on coming toJohns Hopkins
the next fall, also at age 13. He did well, too. Two years
later, in 1972, a local boy came at age 16. He made 40
credits of A the first year, transferred to Princeton
University, and graduated there, Phi Beta Kappa and
summa cum laude in mathematics, the month he be-
came 20 years old. This precocious young man isnow an
outstanding cardiologist.

These three cases were enough to suggest that
there were quite a few extremely highly talented youths
whoneeded far more stimulation than could be provided
by almost any high school. They should be found and
have special, supplemental educational opportunities
in mathematics and related subjects devised for them.
(For a modern update, see Brody and Stanley, In press.)

Fortunately, in 1970 I heard of the newly created
Spencer Foundation in Chicago. A quickly prepared
four and one-half page proposal to it yielded me $266,100
over a five-year period with which to start the Study of
Mathematically and Scientifically Precocious Youth
(SMSPY), later shortemed to SMPY without
deemphasizing its involvement with scientifically tal-
ented boys and girls. This enabled me to get started on
a substantial basis, officially as of September 1, 1971,
but actually in June of that year, when Baltimorean
Daniel P. Keating arrived fresh from Holy Croas College
as & beginning graduate student and SMPY’s first
research assistant. He and [ spent that suummer reading
or rereading publications about gifted children, espe-
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cially Lewis M. Terman's famed five-volume Genetic
Studies of Genius Terman’s pioneering longitudinal
studies of high-IQ youths.

Lynn H. Fox, a maioematics teacher and educa-
tional psychologist from Florida, joined us early that fall
as a graduate student. She, Dan, and I and several
others began searching for good ideas to try out on
youths who reason exceptionally well mathematically.
We remembered the old saying, “If you want to have
rabbit stew, you mwust first catch a rabbit. Otherwise,
you'll have squirrel stew, chicken siew, or perhaps no
stew.” This cogitating led to our conducting in March,
1972, a systematic talent search for quantitatively apt
boys and girls and starting a fast-paced precalculus
class three months later. In that initie] talent search,
450 able young students in the Baltimore area, most of
them seventh and eighth-graders, took two mathemat-.
ics tests (Scholastic Aptitude Test - Mathematical and
Level I of the College Mathematics achievement
test) and/or both forms of the Sequential Tests of Edu-
cational Science test, college freshman level.

Via the talent search we found a large number of
highly talented youngsters. Our results were reported
promptly at professional meetings and in the profes-
sional literature, especially Stanley, Keating, and Fox
(1974). We continued the talent searches, with ever
increasing geographical diversity and numbers.

The first fast-paced math class was highly success-
ful. All of ita students who persisted on Saturday momn-
ings beyond the summer of 1972 learned at Jeast two
years of algebra or geometry by June of 1973. More than
half of them learned much more by June or August of
1973, some completing the four and one-half years ~f
precalculus from Algebra I through analytic geometry
in a total of about 120 class hours. Further details and
references are contained in Stanley and Benbow (1988)
and Stanley (In press a and In press b)

This class led to many other experiments by SMPY
with various ways to helpmathematically talented boys
and girls learn mathematics and related subjecta such
as physics, chemistry, and biology much faster and
better than they could in nearly any regular school class
(e.g., Stanley and Stanley, 1986). Those were thrillingly
innovative days. We knew we were breaking new ground
and moving along for better ways to till it.

Principles, Practices, and Techniques of
SMPY Promulgated

SMPY's staff remained small, consisting chiefly of
me, with a full teaching load not much related to its
work, sever . graduate students, William C. George,
one or more duate work-study students, and
Lois 8. Sandhofer, our 80%-time and admin-
istrative assistant. In all of SMPY's talent searches we
administered the Scholastic Aptitude Test (SAT) our-
selves and scored {t by hand, that being muci. faster and
a bit more accurate than if the answer sheets were sent
off to be scored by machine. Along with SMPY’s many
developmental, research, and service activities. This
constituted a great operational load. In 1879, 1 decided
to give away the annual talent search and the fast-paced
classes by having created on the Johns Hopkins campus
& new group to handle tham. In about 15 minutes of
conversation, President Stever. Muller and I set up the
Office of Talent Identification and Development (OTID),
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toetart that fall. Afew years later its name was changed
Lo che present form, the Center for the Advancement of
Talented Youth (CTY). OTID and CTY
have always been tof SMPY, and vice versa.
Under Mr. George's di ip initially, OTID
was an instant succesa. It “farmed out” the SAT testing
to the regular local testing centers set up by the Educa-
tional Teating Service, thereby also getting rid of the
need for a and scoring its two parts, Math-
ematical and Verbal. OTID the talent search
area to 13 states, plus the District of Columbia, from
Maine to West Virginia. (Later, CTY added Alaska,
Arizona, California, Hawaii, Oregon, and Washington.)
Criteria for entering the search were ch~nged to include
students talented verbally but not necessarily math-
ematically. A residential summer program of quantita-
tive and verbal courses was held for three intensive
weeks during the summer of 1980 at St. Mary's College
in southern Maryland, a state supported liberal arts
institution. Another was held there in 1981. From 1982
onward, CTY has operated its summer program on
campuses across the country and in Switzerland. It
seams likely that a similar program will soon be set up
in ireland, with CTYs and SMPY's assistance but
administered independent of them. The current direc-
tor of CTY is Dr. William G. Durden.
I encouraged the then-provost of Duke University,
Dr. William Bevan, to set up there in 1980 an organiza-
tion similar to OTID. It has functioned ever since as the
Talent Identification Program (TIP). Soon thereafter, |
helped Dr. Joyce Van Tassel-Baska set up the Midwest
Talent Search at Northwestern University. It is now
called the Center for Talent Development. The Univer-
sity of Denver set up the Rocky Mountain Talent Search
as well. These four regional talent searches and their,
and other, residential summer programs serve all 50
states. There are also somewhat more local searches
and providers of fast-paced classes across the country.

Success of the Idea

Of course, I've been greatly surprised and ex-
tremely pleased by the extent to which SMPY's
conceptualizations have become disseminated success-
{fully. No group founded on these principles has yet
failed. Amazingly, all have flourished, even in the ab-
sence of most governmental or private funding possibili-
ties. The talent searches and academic summer pro-
grams since 1980 are largely self-supporting because of
fees charged the participants. On the other hand, SMPY
at JHU has provided nearly all its services without any
cost to its “proteges.” This was made possible by a series
of grants from a number of philanthropic foundations,
most notably substantial support from the Spencer
Foundation for 13 consecutive years, 1971-1984, and an
anonymous donor more recently. SMPY has had only
three government grants, two short-term ones from the
National Science Foundation a decade ago and one later
from the U.S. Department of Education.

The success of these various enterprises is mute
testimony to the intellectual hunger that many acs-
demically talented youths feel. They are like a person
dying of thirst who is offered little or nothing to drink.
Well-meaning individuals bring food, flowers, books, or
money, but no water, as “enrichment” programs may
tend to offer goodies not attuned to the specific intellec-
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tual hunger the gifted child needs assuaged (Wallach,
1978). Great mathematical reasoning ability calls for
systematic opportunities to learn mathematics at the
right level and pace. An interesting social studies dis-
cussion or a session on the greenhouse effect can hardly
give this type of student the intellectual thrill, stimula-
tion, and satisfaction for which his or her special quan-
titative talent cries out.

Repeatedly, my associates at SMPY and I decry
this mismatch everywhere we can: in professional meet-
ings, at conferences, in articles and letters to editors, in
books, by telephone, in letters from us in response to
things we've read--anywhere and anyhow we might
waake an impression on educators, parents, and espe-
cially the talented youths themselves. We started off
with three Ds, the subtitle of our first book (Stanley,
Keating, and Fox, 1974): Discovery (finding the tal-
ented), Description (learning more about them), and
Development (providing them special educational op-
portunities, including much information). Soon we added
a fourth, equally important, D: Dissemination. Besides
our newsletters, correspondence, and conferences, we
send out, without charge even for postage, about 500
sets of reprints and memorandums each year. We are
ever alert to opportunities to influence and help those
who fall within the “ball park” of SMPY’s goals, even
when they have not solicited our assistance.

When we began in 1971, probably fewer than a
dozen boys and girls aged 13 or less took the SAT in a
given year. In 1990, about 100,000 did. Most were tested
in late January. Walk into a College Board testing site
in your locality in January and see for yourself. In
residential, academic summer programs during 1990
there were about 5000 enrollees. Drop in next summer
at Dickinson College, Franklin and Marshall College,
Skidmore College, Wheaton College (in Massachusetts),
the College of Redlands, Duke University, Northwest-
ern University, Jowa State University, or elsewhere in
this set of programs, and see for yourself how eagerly the
young students there pursue their studjes--for example,
precalculus mathematics five or six hours each day for
three weeks, or intensive German. Unless you are
already accustomed to this type of program, it is likely
to amaze you.

Of course, SMPY’s work thus far has been only a
drop in the bucket. Even yet, many talented boys and
girls have never heard of the talent searches or summer
programs. Many parents cannot afford them. Much
gissemination, development, and research must still be

one.

Portents for the Future

As | write this, our country is deeply embroiled in
an astronomically expensive savings and loan scandal,
a huge and ever-increasing national debt, large annual
national deficits that can only become larger, problems
with AIDS that are sure to get much worse, severe drug
problems, greatincreasein illegitimate births and single-
mother homes, much homelessness, and poor cduca-
tional performance of American school children, many
of whom work far too much at dead-end jobs in order to
indulge in the rampant materialism that TV and other
ads encourage. Why should one bother to care about
idealistic enterprises such as SMPY and CTY in theface
of this invitation to pessimism?

But remember that the United States has aimost
always been in terrible shape. Are we worse off now than
at the end of the War Between the States? During the
Great Depression? Time will tell. Meanwhile, there are
reasons to be y optimistic about the
education of the ablest. For example, in the 1990 Inter-
national Mathematical Olympiad (IMO), which pitted
high school teams from &3 countries against each other,
the United States ranked third, behind China (first) and
the Soviet Union. Five of the six persons constituting
the U.S. team were members of SMPY’s “700-800 on
SAT-M Before Age 13 Group.” During the five years
1986-1990, 18 of the 30 (i.e., 60 percent) of them were.
We inform our “proteges” from age 12 or younger that
there is an IMO competition each year and that somse of
them are able enough to be among the six chosen from
about 400,000 examinees. Information, encouragement,
and role modeling are powerful tools for aiding the
academically talented.

For me, the message of SMPY is simple: find
youths who reason extremaly well mathematically be-
fore age 13 and help them get the special, supplemental,
accelerative educational opportunities they must have
in order to use their abilities optimumly and move
toward satisfying personal and professional lives. That
formulation gives me the same kind of exquisite plea-
sure that creating an intricate experimental design
once did.
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WHAT THE GIFTED NEED: TOWARD A GENERAL
UNIFIED PLAN FOR GIFTED EDUCATION

Jessie H. Sanders, President, Illinois Council for the Gified, and Leonard H. Sanders

What do the gifted need? This question represents
the point to which we have come in the advocacy of gifted
education, in Illinois and throughout the nation. Over
the past 15 years, the cause of gifted education has
progressed from a largely uncharted territory, viewed
as a luxury by legislators and educators alike, to, at best,
an integral part of the curricula of mosy school systems
in the United States. Recent cutbacks notwithstanding,
appropriations have increased slowly but steadily, even
during periods of economic difficulty. Public awareness
of the importance of gifted education has risen dramati-
cally, resulting in the formation of a number of support
organizations and advocacy groups at the local, state,
regional and national levels. In short, gifted education
has come of age. With all this machinery firmly in place,
the question remains: What do the gifted need?

Solutions tothis question vary widely among school
districts, according to funding, the number of students
served, geographic circumstances, and the personali-
ties and tastes of gifted program directors. In some
areas, gifted learners are offered after-school enrich-
ment, but there is little acceleration or differentiation
during the regular school day. Other systems place
gifted in accelerated classroom environments, hut offer
little in the way of outside enrichment. Many students
are gifted only on Thursday afternoons from 1:30 to
3:00.

Toward the development of the best possible learn-
ing environment for all gifted students, the time has
come for a General Unified Plan for Gifted Education, a
basic structure from which gifted programs can effec-
tively be built. Such a platform would not presume to
dictate the specifics of each schoo] system'’s gifted pro-
gram; rather, it would suggest a wsll-rounded outline,
adaptable to any school environment. Such a platform
would guarantee :he awareness and development of
those skills most important for gifted learners. It would
also allow school districts to coordinate their services,
giving the gifted opportunities to interact with their
intellectual peers from other schools, even from other
states. Finally, this platform would make gifted advo-
cacy uniform throughout the state and between states.
This advantage would enhance advocacy tremendously.

The foundations for such a General Unified Plan
are already in place. Networking among advocates of
gifted, while not perfect, is extensive. Numerous sup-
port groups exist in every state, many with regularly
scheduled conferences and meetings. Ideas about gifted
are disseminated rapidly through local and state bulle-
tins, newsletters and jouwrnals. The adoption of a plat-
form could be achieved rapidly once it became reality.

Devising such a comprehensive platform would
not be an easy task. The General Unified Plan would
have to be researched thoroughly and carefully, utiliz-
ing input from every available source, Parents, teach-
ers, administrators, educational psychologists and gifted
children, themselves, could contribute unique, impor-
tant insights as to the best possible ways to construct

this platform. Through my experience with gifted
education, I have found several concepts and methods to
be of critical importance to the maintenance of an
effective, well-rounded gifted program. Some points 1
would like to see included in the General Unified Plan
include:

Standardization of training for teachers of gifted.
Those who teach our gifted learners should have a
knowledge of the ways in which their students are
different than regular learners, as well as an under-
standing of tried and current gifted trends, philosophies
and materials. Teachers of the gifted should be pre-
pared to create appropriate, challenging learning expe-
riences for their students.

A genersl gaide for the content of gifted programs.
Such a guide would include a balance of accelerations
and enrichments; an emphasis on higher-lavel thinking
skills and problem-solving techniques, technological
subject matter, and the fine arts; and a global scope,
including the study of foreign language and culture,
international current events and other materials as
available. The knowledge base of the gifted student
should be as broad and as deep as possible.

Standardizationof gifted identification guidelines.
Such a system would ensure that gifted students are
selected and served fairly and appropriately. Achieve-
ment and 1Q test scores, teacher recommendations and
other factors should be analyzed and a common method
of identification determined.

Tracking in the regular classroom. Placing gifted
learners with their intellectual peers is a vitally impor-
tant part of the General Unified Plan. This technique
stimulates gifted students intellectually, challenging
them to achieve and learn to the best of their ability. In
serving the cause of gifted, we should be advocates of
consistent tracking in the classroom at all grade levels.

The initiation of .he General Unified Plan for
Gifted Education would be a huge undertaking, requir-
ing the efforts of supporters of gifted eduecation at all
levels. Educators and pareats must work together to
convince the state legislatures that such a program is
not only advisable, it is necessary and feasible. As
members of gifted advocacy groups, it is our piace to
expand the awareness ot the need for such a plan and to
assist in its creation and adoption.

Thepoints | have mentioned above arebasicthemes
I believe the plan should include. The Generai Unified
Plan would not place requirements, restrictions or limi-
tations on any gifted program. It would suggest new
ideas and areas in which already existing gifted pro-
grams can be expanded and/or modified. It would also
provide a nationwide model, for gifted programs just
getting started to study and develop. The General
Unified Plan for Gifted Education offers numerous
benefits to educators, administrators, gifted program
directors, and advocates of gifted education; but its most
significant beneficiaries will be the students, the gifted
of our nation. It's what the gifted need.
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Logic and Thinking Skills

Primarily Thinking - (cr. 2.3) Attractive reproducible
worksheets give practice in six different thinking skills.
No. 180 $7.50

Primarily Logic - (Gr. 24) Reproducible worksheets and
lessons provide practice in several areas of iogic. A
best-seller! No. -28 $7.50

Lollipop Logic - (Gr. k-2) Seven different thinking skills are
presented in a format designed to appeal to the
pre-reader. No. |-25 $7.50

Analogies ;ar Beginners - (G- 1.3) Seven different visual
analogies and 14 different verbal analogies are presented
for the young thinker. No. 1-55 $5.50

Connections - Deductive logic puzzles strengthen the ability
to sort through information and make connections.
Introductory (Gr. 2«1 No. 19 $5.00
Beglnning (Cr. 34y Na. 120 $5.00

Minds on Science

Creativity

Primarily Creativity - (cr i-3) Attractive reproducible
worksheets give students practice In all areas of Zreativity.
No. |40 $7.50

Primarlly Problem Solving - (cr. 24 Fascinating nroblems
from fairy tales and real life provide situations for creative
problem solving. No. 1114 $8.50
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Literature and Language

junior Literature Cempanion - (Gr. 1-3) A gold mine of
time-saving reproducible worksheets to supplement any
literature program. Nc. 67 $7.50

Primarily Literature - (cr. 1.3) Complete, illustrated study
guldes for A Bear Named Paddington. Chocolate Touch,
My Father’s Dragon, Ramona and Her Father, and Stua
Little. No. -54 : $10.00

Primarily Poetry - (Gr. k-3) Innovative lessons and worksheets
enable primary students to easily express their ideas in
poetry. No. +68 $7.50

A Magic Carpet Ride - (Cr. 1-3) Fairy tales are the basis for an
integrated learning experience that includes reading,
writing and thinking. No. I-16 $6.50

Sketch and Scribe - (G:. 1.3) Thinking, drawing imagining and
writing are woven into this collection of open-ended
language worksheets. No. 1-56 $7.50

Enrichment

Primarily Research - (Gr. 1.3) Eight units pres nt opportunities
to research anirnals. includes illustrated worksheets and
activity ideas. No. 15 $7.50

Future Pathways - (.. 14) Expands students’ awareness of
the future: and buiids skills that will enable them to choose
their futures. No. |-52 $8.00

Our Town - (Gr. 1.3) This study guide for any community will
fet students ge aciively involved in learning about their
town. No. |-33 $8.00

Science

Minds on Science - A complete course in thinking taught
through science content. Applicable to any science
program.

Grade 1 (No. 1-61) $8.50
Grade 2 (No. 1€ 72) $8.50
Crads 3 (No. 16) $85.50

Dandy Lion also has many wonderful materials for grades 4 - 8. Call or write to request a catalog listing all of nur materials.

Ordering Information

Order from crmxr school supply dealer or directly from Dandy Lion Publications. Orders must be accompanied by school

purchase or

er o prepayment in the form of check, money order or Visa/Mastercard billing information. Add 10% postage and

handling {(minimum $2.00). Satisfaction guaranteed - I not satisfied, return for full refund or credit
Mail orders to: Dandy Lion Publications * P.O. Bax 190, Dept. Il * San Luis Obispo, CA 93406 or call toll-free 800-776-8032.
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TO BECOME A MEMBER OF THE ILLINOIS COUNCIL FOR THE GIFTED o _
Return this form with a check for $15.00 made payable to the Dlinois Council for the Gifted. Membership will expire
after one year. Mail to ICG, 500 N. Clark Drive, Palatine, Illinois 60067.

Name Telephone ( )

Address City State Zip
County. : School District:

0 NEW MEMBER OR ] RENEWAL O Member cf llinois Council for Exceptional Children
O 1am a member of a local group for thie gifted (Name of group is: )

O Iam willing tn serve as an 1CG Contact Person
Your membership . ; tax-deductible under Sect:on 501 (¢} (3} of IRS Code of 1954.

The following materials may be ordered from tiie ICG at the address above: § )

Lapel Buttons (2%7).. “Think Gifted”. . ... 50¢ ea...

Bumper Stickers (127)...“A gifted child isanaturalresource . .. ... o S0C ea...

ICG Pamphlet #1...“State Gifted Advocacy - AGuide™ ... ... ........... ... 50€ea...

1ICG Pamphiet #2...“Parents, Power, Politics & Your Gifted Child™.... ... I 50¢ ea...

ICG Pamphlet #3...“Getting Your Money's Worth in a Gifted Program™. . ....................... 50¢ ea...

1CG Pamphlet #4...“Parenting the Gifted Child” .. ... ... ... . ... o S50¢ea...

ICG Pamphilet #5...“Gifted Ideas - Resource Guide for Classroom Teachers™ .. .......... ........ $0C ea...

ICG Pamphlet » * . “Developing Your Gifted Program Manual (Coordinators)” .................. 50¢ ¢q...

Name POSTAGE & HANDLING PER ORDER.... + 0.50¢

e —— ]

Address Apt. 4 —_— TNOTAL ENCLOSED...§

City State Zip {Write for quantity prices}
ILLINOIS COUNCIL
FORTHE

= GIFTED ....aNOT-FORPROFIT ORGANIZATION
500 North Clark Drive
Palatine, lilinois 80657




